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ABSTRACT 
The purpose of this study was to examine the values of immigrant students on 
citizenship as a trait of character education in accordance to Texas Education Code 
29.906 in a high school setting. The study examined the perception of immigrant 
students who are in their first three years in U.S. schools on what shaped their 
understanding on citizenship as responsible members of society. Citizenship is one of the 
nine traits of character education in accordance to Texas Education Code 29.906. Data 
for the study was gathered from immigrant students at Hurst-Euless-Bedford (HEB) 
Independent School District, Euless, Texas. Furthermore, the study examined how 
immigrant students defined character in relation with citizenship. The gathered data 
provided a cultural sensitivity lens for curricula design and implementation in character 
education. The analysis of data collected from 45 immigrant students at HEB ISD was 
restricted to the national framework, What Works Clearinghouse (WWC). The analysis 
was used to make connections between two or more variables to determine important 
relationships that were not predicted.  
The national framework WWC provided a critical lens to analyze the data 
collected by categorizing outcome measures assessed in the study. Student responses 
ranged from cognitive, affective and behavioral categories. The cognitive category 
provided the understanding and ability to be able to reason about character concepts as 
well as academic content. The affective category provided the relation to attitudes, 
emotions, motives, and beliefs about what is important and the behavioral category 
provided the foundation of acting on understandings and beliefs. 
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The research findings for this study included: 
1. Most students (91%) — defined character and related it with citizenship based on 
their understandings. 
2. A small minority (9%) of students defined character in relation to a character in a 
storybook. 
3. Students’ understanding of character as a trait of citizenship is influenced by the 
values and culture of their country of origin. 
4. The values of honor, hierarchy, gender roles, patriarchal and form of greetings 
shape immigrant students’ understanding of citizenship as responsible members 
of society.  
5. The integrated approach adopted by Hurst-Euless-Bedford Independent School 
District to character education is preparing immigrant students for citizenship.  
6. Immigrant students have a broader understanding of being a responsible member 
of society than their non-immigrant peers.  
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CHAPTER I  
INTRODUCTION AND LITERATURE REVIEW 
Pressures for reform have mounted in the last ten years from a variety of social 
trends that have interacted with a growing perception that our public schools are failing 
to produce global citizens able to contribute effectively to our world. Of great concern 
are the views about the citizenship of poor and disadvantaged children who make up a 
large percentage of our public schools, as evidenced by studies of character education 
conducted in inner city schools. In a 2009 study conducted by Wilkenfeld, which 
extended previous research by simultaneously examining the family, peer, school, and 
neighborhood contexts, including how contexts are interrelated in their influence and by 
employing multilevel regression techniques a discovery was made. An understanding of 
how contexts interact to produce positive outcomes for adolescents, especially those 
deemed at risk for poor civic outcomes was discovered. 
As a result of the Wilkenfeld study and others, support is growing for more 
radical reforms that can be measured effectively and sustained. Throughout the 1980s 
and 1990s, many reforms were attempted in the area of character education. However, 
owning to the many ethnicities represented in our public schools, it has been difficult to 
implement a successful character education program. The difficulty arises mainly from 
the challenge of implementing an effective character education program that duly 
respects all ethnicities, without giving offense to one culture or upbringing. Furthermore, 
despite all the research conducted in this area, there is a lack of research addressing 
citizenship as a trait of character education for English Language Learners. A character 
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education program that incorporates the values of the fastest growing population in our 
public school system could undoubtedly provide a blueprint that ensures their academic 
achievement. The Wilkenfeld study contexts combined character education and 
citizenship as well as the interactions between the school and neighborhood contexts. 
The interactions indicate particularly that higher levels of civic learning opportunities 
make a difference for students attending schools in impoverished neighborhoods, 
sometimes substantially improving their civic outcomes. Schools, although implicated in 
the existence of a civic engagement gap (citizenship awareness), have the potential to 
narrow such a gap. Civic experiences in schools contribute to the preparation of youth 
for active citizenship, and full access to these experiences reduces civic engagement 
gaps between students of different demographic groups. 
Wynne and Hess (1987) explained that the attention to reform in the area of 
character education was due to reports that irresponsible and destructive behavior among 
youth is increasing. Further exploration revealed other difficulties that public schools 
faced. These problems were due to the compounding effect of the growing perception 
that schools must provide not only high skills for the information age but also prepare 
students for what can be called high citizenship in societies battling poverty and 
inequality, escalating social problems, and the breakdown of civility. Within 
multicultural societies, meeting the goals of high skills and high citizenship is a big 
challenge.  
Many private schools pride themselves in exemplary character education 
programs that allow their students to develop good citizenship over their lifetime. 
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Bethesda Christian School, a K-12 college preparatory school located in Fort Worth, 
Texas is one such school. This private school has piloted its Honorable Character 
program at six Title I schools in a neighboring public school district, with plans to 
expand the program throughout the district in the 2013-14 school year. An evaluation of 
the character education program of Bethesda Christian School indicated that there were 
gaps in some areas of the program and improvements were necessary to ensure the 
successful expansion district wide at the neighboring public school. One of the 
improvements was designed to make the character education program more “user 
friendly” to public schools and the students served at Title I schools. Title I schools cater 
to low-income students, strive to bridge the gap between advantaged and disadvantaged 
students, and assist eligible students in meeting high academic standards (Riddle, 1996). 
Typically, immigrant students live in low-income communities (Hart & Atkins, 2002) 
and attend Title I schools. Conducting this study enabled the collection of data from the 
fastest growing population in our public schools.  
Statement of the Problem  
Despite advancement in character education, many public schools across the 
nation have not been successful in implementing a character education program. An 
exception to this is the Maryland public school system. In 2007, the Maryland 
Department of Education published Character Education by Design: A Blueprint for 
Successful District and School Initiatives, a guide for developing an effective character 
education initiative. The guide explains how to enhance school climate and social 
behavior of students in addition to improving student learning and achievement. 
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Developed by Maryland educators who had witnessed firsthand an improved school 
climate through character education, the guide states boldly that a successful school is 
one that believes that the social (citizenship) and ethical (character) development of 
students is as important as their academic development. Prior to the publication of this 
guide, the Maryland Department of Education conducted a five-year independent 
evaluation of character education programs in five of its school systems. The department 
collected data on attendance, dropout rates, graduation rates, suspensions, office referrals 
and school climate to help determine the efficacy of each program. The evaluation 
showed that school climates improved considerably in the first year after character 
education was introduced, and the improvement continued throughout subsequent years.  
The achievement of immigrant students has been a major concern in the last 10 
years. The changing demographics of the United States has a direct impact on our 
schools, one that consistently shows an increase in immigrant students. In a 2012 report 
compiled for the Center for Public Education, Crouch and Zakariya indicated that while 
the high school graduation rate has risen overall, gaps persist. Furthermore, they 
examined graduation rates for minorities between 1940 and 2011 and found that in 2011 
the graduation rates for Hispanics and blacks were still lower than the rate for non-
Hispanic whites: 
 Non-Hispanic whites—87.9 %, up from 26.1 % in 1940  
 Asians—88.6 %, up from 22.6 % in 1940  
 Blacks—84.4 %, up from 7.7 % in 1940  
 Hispanics—64.2 %, up from 44.0 % in 1960 (data for 1940 were not available) 
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The immigrant population is growing faster than the U.S. population as a whole. 
According to 2010 census data, the number of immigrants in the United States hit a new 
record of 40 million in 2010, a 28 % increase over the total in 2000. There are now 10.4 
million students from immigrant households in public schools, accounting for one in five 
public school students. Of these students, 78 % speak a language other than English at 
home. Understanding the experiences of immigrant students would enhance effective 
educational initiatives and polices. Until now, educational initiatives and policies have 
not incorporated understanding of the experiences of immigrant students to enhance 
effectiveness. Analysis of Wilkenfeld’s study provided the design for examining 
demographic characteristics and their possible interactions with civic outcomes in this 
study. In this particular case, researcher investigated the values that shape the 
understanding of immigrant students about citizenship as responsible members of 
society.  
House Bill 946, passed by the 77th Texas Legislature in 2001 and signed into law 
by Governor Rick Perry, permits school districts to implement character education 
programs. Programs offered under Texas Education Code (TEC) 29.906 must stress 
positive character traits, use integrated teaching strategies and be age appropriate. The 
Texas Education Agency (TEA) maintains a list of character education programs that 
meet these three criteria. The agency designates each school that provides a program 
meeting the criteria defined in the bill and that is approved by a committee as a 
Character Plus School. Out of the 9232 public schools in Texas, there are currently 1289 
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Character Plus Schools (Appendix C). According to TEC 29.906, a character education 
program must have the following positive character traits: 
(A) courage; 
(B) trustworthiness, including honesty, reliability, punctuality, and loyalty; 
(C) integrity; 
(D) respect and courtesy; 
(E) responsibility, including accountability, diligence, perseverance, and self-
control; 
(F) fairness, including justice and freedom from prejudice; 
(G) caring, including kindness, empathy, compassion, consideration, patience, 
generosity, and charity; 
(H) good citizenship, including patriotism, concern for the common good and 
the community, and respect for authority and the law; and 
(I) school pride. 
A review of existing literature on character education revealed a paucity of 
information about implementing character education and its components among 
immigrant students. Despite the fact that the immigrant population is the fastest growing 
population in our public schools, the scarcity of studies addressing citizenship as a trait 
of character education for English Language Learners was evident. Wilkenfeld’s 
recommendation for future studies in character education paved the way for this study to 
find ways of incorporating citizenship in the curriculum based on immigrant students’ 
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values. This record of study was aimed at examining one of the possibilities of effective 
implementation of character education in our public schools. 
Purpose of the Study 
Since the early 1990s, the federal government has embraced the idea of offering 
character education in public schools and has made grants available to states interested 
in piloting new character education programs. In response, for-profit and nonprofit 
organizations have developed character education programs for schools, districts, and 
states. Some states have developed both character education and citizenship programs to 
assist in their students’ development. Here in Texas, citizenship is considered one of the 
nine traits of character education and many school districts integrate character education 
into their Social Studies and English Language Arts curricula in middle school and high 
school, respectively. An evaluation of the character education program of Bethesda 
Christian School for effectiveness and improvement indicated a need for investigating 
the values of immigrant students regarding citizenship as a trait of character education. 
This study examined the immigrant students’ values regarding citizenship as a trait of 
character education in accordance with TEC 29.906 in a high school setting. The study 
assessed the values that shape the understanding of immigrant students on citizenship as 
responsible members of society at an inner-city high school in Hurst-Euless-Bedford 
(HEB) Independent School District, in Euless, Texas. Citizenship is one of the nine traits 
of character education according to TEC 29.906. In addition, the study analyzed and 
qualitatively categorized students’ values using the national framework, What Works 
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Clearinghouse to make connections between or among two or more variables to point to 
important relationships that were not predicted. 
Research Questions 
This study was guided by the following research questions: 
1. How do immigrant students define character and relate it to citizenship?  
2. What values shape the understanding of immigrant students of citizenship as 
responsible members of society? 
Operational Definitions 
The findings of this study were reviewed within the context of the following 
definitions of operational terminology that may include interpretation by the author: 
Affective Category: Category relating to attitudes, emotions, motives, and beliefs about 
what is important. 
Behavior Category: Category that involves acting on understandings and beliefs. 
Character: The composite qualities of a person’s habit, usual pattern or way of 
thinking, speaking or acting. 
Character Education: A broad range of educational approaches that aim to develop 
students to eventually become responsible, caring and contributing citizens.  
Citizenship: Civic virtues that guide how a person behaves as part of a community 
and/or being a loyal member of a group. 
Cognitive Category: Category that involves understanding and being able to reason 
about character concepts as well as academic content. 
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Demographic Variables: Economically disadvantaged status. 
Economically Disadvantaged: A student who is eligible for free or reduced-price meals 
under the National School Lunch and Child Nutrition Program, meets 
requirements for Title II of the Job Training Partnership Act (JPTA), receives 
food stamp benefits, or qualifies for other public assistance. In addition, students who 
are under the parental or custodial care of a family with an annual income at or below 
the official federal poverty line regardless of public assistance, are also identified as 
economically disadvantaged. 
Immigrant student: According to Texas Education Agency, this is a student aged 3-21 
who was not born in the United States, and has not attended U.S. schools for more than 
three full academic years.  
Perception: One’s ability to see, hear, feel, or become aware of something through the 
use of the senses. 
Socioeconomic Status: The TEA categorizes student socioeconomic status as 
economically disadvantaged or not economically disadvantaged. Students who qualify 
for the free or reduced-price meal program under the National School Lunch and Child 
Nutrition Program are classified as economically disadvantaged. 
Texas Assessment of Knowledge and Skills (TAKS): A test that measures student 
mastery of the Texas Essential Knowledge and Skills (TEKS), the statewide curriculum, 
in reading at Grades 3-9 and in mathematics at Grades 3-11. 
Texas Education Agency (TEA): Comprised of the commissioner of education and 
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agency staff. The TEA and the State Board of Education (SBOE) guide and monitor 
activities and programs related to public education in Texas. Under the leadership of the 
commissioner of education, the TEA administers the statewide assessment program, 
maintains the Public Education Information Management System (PEIMS), a database 
of information on public schools used for a variety of purposes, and operates research 
and information programs, among numerous other duties. TEA operations are supported 
by both state and federal funds. 
Trait: An identifying component of a person’s character. 
Values: A person’s principles, standards, or judgment of what is important in life. 
Assumptions 
1. The respondents surveyed understood the scope of the study and the language of 
the instrument. They were competent in analyzing the questions for themselves, 
and responded independently and candidly to report an accurate reflection of 
their values on citizenship as a trait of character education. 
2. The respondents were able to ascertain accurately the intended meanings of the 
survey in their translated languages. 
3. The respondents understood that the character referenced in the survey is 
different from the character in a story or book.  
4. The methodology proposed and described here offered a logical and suitable 
design for this particular research project. 
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Limitations 
1. The study was limited to immigrant students in their first three years of schooling 
here in the United States at the HEB Independent School District, in Euless, 
Texas. 
2. The study was limited to immigrant students for most of whom English is not a 
first language, and the students were from different countries. 
3. The study was limited to the information acquired from the literature reviews and 
the Texas Education Code 29.906 on Character Education. 
Significance of the Study 
The intent of this study was to examine the values of immigrant students on 
citizenship as a trait of character education at a public high school in the HEB 
Independent School District, in Euless, Texas. Bethesda Christian School provided its 
character education program to six Title I schools in the Fort Worth Independent School 
District, Fort Worth, Texas, a public school similar in demographics to HEB 
Independent School District. The majority of students at Title I schools are economically 
disadvantaged; these are students who are eligible for free or reduced-price meals under 
the National School Lunch and Child Nutrition Program, and they meet the requirement 
for Title II of the Job Training Partnership Act (JPTA). They receive food stamp 
benefits, or qualify for other public assistance. In addition, if students are under the 
parental or custodial care of a family with an annual income at or below the official 
federal poverty line regardless of public assistance, they are also identified as 
economically disadvantaged. With the intention of expanding the character education 
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program to secondary grades and the large population of immigrant students in Title I 
schools, it became necessary to examine the values of immigrant students in secondary 
schools regarding citizenship as a trait of character education. The examination of the 
values of immigrant students will be vital in implementing future character education 
programs in Texas public high schools and incorporating their values in curricula in 
accordance with TEC 29.906 that permits the use of integrated teaching strategies to 
develop character traits in students. This integrated teaching approach will ensure that 
character education programs meet the needs of immigrant students and provide an 
added avenue to close the achievement gap for immigrant students. Additionally, 
teachers at many Title I schools grapple with low performance. Teachers at these schools 
are constantly under pressure to bridge the achievement gap of their students. With the 
reform to tie student achievement to performance, teachers at Title I schools are 
overwhelmed as to how to close the achievement gap. Campus administrators, on the 
other hand, are under added pressure to meet Adequate Yearly Progress and state 
performance standards. Campus administrators at these Title I campuses and at HEB 
Independent School District, will have the opportunity to engage their students with the 
findings of this study.  
Furthermore, the significance of this study for the respondents is the awareness 
of their knowledge, skills and dispositions about citizenship as a responsible member of 
society (Howard, Berkowitz, & Schaeffer, 2004). For the respondents and their teachers, 
this study may also be useful in creating a culturally responsive classroom and ensuring 
that some of their values are integrated into the curricula. Studies indicate that when 
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parents do not provide the necessary support and resources, their children are placed at 
increased risk for school failure (Maccoby, 1992). The solution resulting from this study 
would benefit parents of immigrant students and enable them to become more involved 
in their children’s education. Overall, this research fulfills the need for research in the 
area of character education in relation to demographic characteristics and their possible 
interactions with civic (citizenship) outcomes, as outlined by Wilkenfeld (2009) in his 
multilevel analysis of context effects on adolescent civic engagement and the role of 
family, peers, schools and neighborhood. Secondly, it provides a possible explanation 
for the gap between immigrant students and students who were born here, as highlighted 
in the U.S. results of the International Association for the Evaluation of Educational 
Achievement (IEA) civic education study conducted by the National Center for 
Education Statistics in 2001. A possible explanation for the gap suggested that there is a 
decrease in positive development outcomes such as character and moral commitment, 
positive self identity and contribution to society. 
Organization of the Record of Study 
The record of study is divided into five major areas of focus. Chapter I comprises 
the introduction, a statement of the problem, the purpose for the study, research 
questions, operational definitions, assumptions, limitations, and significance of the 
study. Chapter II presents a review of the literature relevant to citizenship as a trait of 
character education and its benefit in closing the achievement gap for immigrant 
students. Chapter III outlines the methodology and procedures of the research and 
reports for the record of study to include a description of the population and 
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instrumentation as elements of the study. Chapter IV is guided by the research questions 
and provides details of the analysis and qualitative categorization using the national 
framework What Works Clearinghouse (WWC). Chapter V highlights the researcher’s 
findings, comprising implications, conclusions, and recommendations for further study. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
Character education is not something new. It can be traced back to the time of 
Socrates. The Bible is actually filled with many stories of heroism that depict character 
education in action. Here is the United States, character education can be traced back to 
the times of the founding of the colonies and most likely to the Native American culture 
(McClellan, 1999), but character education has historically been a practice and not a 
science (Berkowitz & Bier, 2005). Past research on character education is widely 
available and informative, however, when it comes to character trait of citizenship and 
immigrant students, literature and studies are limited. Most of the sources came from 
research journals, dissertations, journals of practices and a few notable websites on 
character education. The main goal of character education is the development and 
exhibition of character in students. Character can be defined as the composite qualities 
of a person’s habit, usual pattern or way of thinking, speaking or acting. Comparatively, 
character education comprises a broad range of educational approaches that aim to help 
students to become responsible, caring and contributing citizens. Typically, we 
distinguish character as “good” or “bad.” On the other hand, when someone acts or 
behaves in unusual ways, we conclude that person is a “character.” When schools 
promote character education, they are seeking to develop good traits in their students to 
bring about positive and favorable outcomes. Hence, when character is invoked we mean 
sociomoral competency (Watz, 2011), the ability of students to have values that arise 
from a sense of right and wrong, or a strong conviction, instead of actual evidence. 
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Berkowitz (1997) describes character as moral action, moral values, moral personality, 
moral emotions, moral reasoning, moral identity and foundational characteristics.  
An Historical Analysis of Character Education 
Character education has been both a formal and informal part of schools. Here in 
the United States, character education is closely tied in origin to the character education 
in Europe, which laid the foundation for the formal American system of education. Watz 
(2011) explains thoroughly the pathway that brought character education to the shores of 
America. He begins with the contributions of significant figures and organizations, from 
the 18th century through today to build an understanding of the complexity of the roots 
of character education in this country. In retrospect executive action pertaining to 
character education increased as documented by an increase in funding. President 
Reagan began the fiscal race to support character education when he noted the 
immediate need for character education in schools (Leming, 1997, p. 11). President 
Clinton followed up with urgency when he tripled funding for character education 
(Hymowitz, 2003, p. 105). During his tenure, President George W. Bush asked Congress 
to triple the amount of money allocated for character education (Davis, 2006, p. 11). It is 
difficult to estimate the amount of money spent each year on character education 
programs because of the complex mix of funding that comes from federal, state, and 
local governments, and also from individual schools, businesses, and fundraising 
campaigns. It is certain, however, that the total is somewhere in the billions of dollars 
(Davis, 2006, p. 11). 
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The challenge to define clearly and institute character education began in France. 
Philosophers Kant, Comte and Renouvier held differing views on character education. 
Kant and Renouvier envisioned religious morality in education (Stock-Morton, 1988, p. 
107). Comte, on the other hand, envisioned the moral growth and development of 
students as a scientific principle, separate from religious instruction (Stock-Morton, 
1988, p. 122). During the 19th century, French philosopher Charles Renouvier felt it was 
the duty of society to incorporate moral standards within education to combat what he 
called a “weakening sense of duty,” which was basically a lack of citizenship among the 
youth. Renouvier saw a connection between moral values in French education and its 
effect on citizenship in the French society.  
After Renouveir, the Enlightenment period brought with it a transition marking a 
significant shift in moral standard views. This period experienced the action and 
responsibility that were once allocated to God being transformed to focus solely on 
humankind. This secular focus continued and set the stage for character education in 
U.S. classrooms. The version of enlightenment morality was what was noted by 
American education reformer Horace Mann (1796-1859) as being absent in American 
education, and he sought to incorporate it into the educational system. Mann believed 
that in the absence of morality, the character of students would not develop fully, and 
predicted that, negative effects such as undesirable behavior and decreasing academic 
achievement would occur. Many of the undesirable behaviors Mann expected, including 
talking back to the teacher, verbal bullying of other students, and acts of physical 
aggression, occur in classrooms today and warrant the need for character education in 
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contemporary American classrooms. In addition to Horace Mann, other notable 
individuals who influenced character education include Benjamin Franklin (1706-1790) 
and William McGuffey (1800- 1873). As one of the Founding Fathers of the United 
States, Benjamin Franklin had a tremendous influence on numerous aspects of American 
life. Furthermore, Franklin took a strong position regarding the need to teach morality in 
public schools and proposed that morality and education be tightly connected (Watz, 
2011). Franklin and Mann both believed that character is developed through moral 
instruction and that the effects are not only the development of good character but also 
better behavior in the classroom and higher academic performance. Mann believed that 
teachers could be instrumental in affecting students by modeling ethics in action. For 
this to occur in the classroom, Mann felt that teachers should have a strong knowledge of 
ethics as well as a predisposition to act upon those ethics inside the classroom on a daily 
basis (Cremin, 1969, p.88). Furthermore, Mann warned that students had to be motivated 
intrinsically, so that they would not be lost to a false sense of understanding and selfish 
actions.  
William McGuffey’s views were similar to those of Franklin and Mann. 
McGuffey textbooks became the most popular in history and were specially designed to 
help students learn to read while developing character in areas such as patriotism, good 
citizenship and morality (Berger, 2000, p. 9). Just like Franklin and Mann, McGuffey 
believed character was important to education. He also believed that values and 
education were indivisible and that the growth and development of character in students 
would be reflected in the health and happiness of American society in general (National 
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Park Service, 1993). All these critical influences through the years laid a solid 
groundwork for the growth of a variety of character education programs in the early 20th 
century. Two of such programs were the Young Men’s Christian Association (YMCA) 
and Boy Scouts of America (BSA). Both of these programs influenced American society 
as it grappled with defining and effectively implementing character education in the 20th 
century and formed the foundation for popular character education programs of today. 
The YMCA sought to develop the mental, physical, social, and religious aspects of 
American youth. The BSA which was founded in London and came to the United States 
in the early 20th century, had similar goals to those of the YMCA. However, both 
programs catered to the elite and middle class and ignored the needs of the lower class 
(Macleod, 1983). The YMCA strove for the spirit, mind and body, while the BSA strove 
for the 12 Scout laws. The laws centered on being trustworthy, loyal, helpful, friendly, 
courteous, kind, obedient, cheerful, thrifty, brave, clean, and reverent; vowed duty to 
God and country while obeying the Scout law; required scouts to help other people at all 
times, and to keep themselves physically strong, mentally awake, and morally straight 
(Macleod, 1983, p. 29). Both the YMCA and BSA began and grew outside of the realm 
of public education, yet became intricately woven into the fabric of the public education 
system.  
Further 20th century influences on character education in the United States 
brought about programs that flourished in public schools; such as Character Counts! and 
the Heartwood program. Modern traumatic school tragedies have brought character 
education to the fore-front of discussions incorporating character development into the 
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curriculum of public schools. To a greater extent, various 20th century influences have 
led to the wave of character education programs that emerged in the 1980s and 1990s 
mostly thriving private character education programs. Given the limited research in the 
area of character education, there is much work to be done. 
The Need for High Citizenship in Societies Battling Poverty and Inequality 
William Boyd (2000) thoroughly examines the need for high citizenship in 
societies battling poverty and inequality in his article, “The ‘R’s of school reform and 
the politics of reforming or replacing public schools.” He paints a vivid picture of the 
pressures for reform of public schools that flow from a variety of social trends 
interacting with a growing perception that the schools are performing poorly or are 
inadequate for the demands of the new global economy they now face. Since the 1980s, 
there have been many efforts towards reform, but little or no evidence of any visible 
improvement, especially in the education of poor and disadvantaged children. This has 
been due to the compounding effect of the growing perception that schools must provide 
high skills for the information age and prepare students for high citizenship in societies 
battling poverty and inequality, escalating social problems, and the breakdown of 
civility. Multicultural societies are faced with a double challenge of meeting the needs 
for both high skills and high citizenship because of the inclusive nature of the public 
school systems. This inclusive nature of the public school systems, invariably makes the 
mission and character of public school systems in developed countries very difficult. 
Evidence of the historical growth of character education in the United States indicates 
that part of the responsibility of public schools is to assist families and communities to 
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find ways of dealing with the issues of diversity, unity, citizenship and social values in a 
multicultural society. Schools are responsible, as sociologists put it, for the moral and 
technical socialization of young people. However, both tasks are extremely tough; the 
moral task is difficult because children are gradually growing up in a socially toxic 
environment (Garbarino, 1995); and the technical task is hard due to the high cognitive 
demands on the post-industrial workforce. This high cognitive demands on the post –
industrial workforce is linked to the crisis of economic competitiveness that is mirrored 
by a crisis of citizenship during the first two decades of the 21st century. 
Boyd conveys the idea that to meet the demand for qualified workforce, there is a 
need for high citizenship in societies battling social toxicity and the disappearance of 
jobs (Garbarino, 1995; Rifkin, 1995; Wilson, 1996). The need for high skills will remain 
but the need for better citizenship is likely to become virtually as important. Boyd 
further indicates that if public schools now are having difficulty in cultivating high skills 
in the majority of their students, they face an even more daunting task in developing 
high citizenship in most students. This task is difficult because in most of our public 
schools, we know less about how to teach attitudes and values than we do about how to 
teach skills. Currently, the United States is experiencing major population growth among 
minority populations, which means that increasingly, many children in public schools 
are from poor and disadvantaged families. This increase in poor and disadvantaged 
students presents a big challenge to the public schools. 
A research study at Harvard University, led by political scientist Paul Peterson, 
reported that students in private, and especially Catholic, schools get higher marks than 
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public-school students on measures of civic attitudes and tolerance (Greene, 1998). This 
finding seems to validate the fact that private schools are superior in promoting good 
citizenship and social cohesion than public schools. Consequently, in public schools with 
a high percentage of immigrant students, one of the major reforms should be developing 
high citizenship to balance the demand for highly skilled workers in the 21st century.  
Citizenship as a Trait of Character Education 
How did children in Chicago public schools understand and perceive citizenship 
as a trait of character education? Revell (2002) identified the responses from 
approximately 700 children from a wide variety of schools and ages in a qualitative 
study conducted in 12 different public schools in Chicago. Seven of the schools were 
elementary schools and 11 were high schools. They were selected for having been 
involved in Character Education for some time, and for the teachers being familiar with 
the program used. They were also selected because they represented a variety of 
different types of schools; some were magnet schools, where children were selected on 
the basis of examination results. Others were less academic; one school was specially 
designed to help older children who had not progressed beyond Grade 9, and others were 
located in areas associated with particularly demanding social environments. The 
analysis of the data collected examined themes and patterns from the interview 
responses. It was discovered that despite similar programs of character education, 
teaching attitudes and teaching materials, the most marked difference between the 
children’s responses correlated strongly with the type of school, magnet or non-magnet, 
that they were attending. This further indicated that the social and political background 
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that determines their school has an impact on the way an educational program is 
received and understood, at least in terms of how children articulate their ideas, if not in 
terms of how the programs affect their behavior. 
The Revell (2002) study validated the fact that children have complex beliefs 
(Huffman, 1994; Nucci, 1991, p. 27), and suggested that there is a noticeable degree of 
interaction between children’s responses to character education and their personal 
experiences. The study raises the question “To what extent do the personal and 
individual experiences of children reinforce, undermine or shape their lessons on 
character?” Furthermore, the study validated the fact that character education and 
citizenship education are ambitious educational projects that seek to transform the 
beliefs and behaviors of a generation, not merely because educators they think it is 
desirable, but because they hold that the health of democracy depends upon their success 
(Lickona, 1991). Lastly, the study raised the question of what effect interrelationship 
between the aims of character or citizenship education programs and the pre-existing 
beliefs and conceptions of children are.  
The results of the International Association for the Evaluation of Educational 
Achievement (IEA) Civic Education Study added to this body of knowledge. The study, 
conducted in 1999, with the United States participating along with 27 other countries, 
consisted of assessments designed to tap the civic knowledge and skills of 14 year-olds 
and their attitudes towards citizenship. The National Center for Education Statistics 
(NCES), the sponsor for the study in the United States, reported that the study was 
administered to 2811 students across 124 public and private schools nationwide at the 
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beginning of 9th grade. The assessment was designed to measure students’ knowledge 
and understanding of key civic principles that are universal across democracies in 
addition to their concepts of citizenship and attitudes towards civic issues. The 9th 
graders in the United States scored significantly above the international average on the 
total civic knowledge scale. Furthermore, in no other country did students significantly 
outperform U.S. students. As a matter of fact, 89% of 9th - grade U.S. students thought 
that it was important for a good citizen to participate in activities to help people in the 
community. U.S. students scored higher than the international mean on the importance 
of conventional citizenship scale. These conclusions were vital to this study.  
Administrators are Key in Successful Outcome of Implementing Character 
Education 
Sierman Smith (2007), in her research study on character education and principal 
efficacy beliefs, asked four questions to find out how important the role of principals’ or 
administrators is in the successful outcome of character education implementation. The 
study was based on the following research questions:  
1.  What is the perceived rating of principals’ personal leadership efficacy as 
character education leaders? 
2. What is the perceived rating of principals’ general leadership efficacy of 
principals as character education leaders? 
3. Are the following factors related to principals’ perceptions of personal and 
general leadership efficacy in relation to character education? 
 Type of college/university institution attended 
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 Coursework completed 
 Grade levels attending present school 
 Community Socio economic status 
 Years of principal experience 
 Gender 
 Ethnic group 
 Type of community 
 Size of school 
4. How do educational leaders personal values relate to their beliefs about their own 
efficacy as character education leaders? 
A mixed method was used, in which the quantitative aspect was based on an 
instrument previously developed by Andrew Milson (2003), and the qualitative aspect 
was based on open-ended questions that the researcher used for identification of 
metaphors and themes such as values, incorporation of character education in daily 
interactions, and beliefs about the principal’s role as a character-education leader. The 
data analysis included multiple linear regressions and a check for assumptions of 
independence, homoscedasticity and normality. Based on a sample of 800 Colorado 
principals, composite scores for the Personal Leadership Efficacy (PLE) and General 
Leadership Efficacy (GLE) subscales were determined. The mean, standard deviation 
and range of the composite scores were also computed. A higher score indicated a higher 
the sense of efficacy. The regression analysis was used to describe the function of more 
than one independent variable, “in a particular dependent variable” (Girden, 2001, 
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p.129). The data analysis indicates that many factors are related to principals’ perception 
of personal and general leadership efficacy in relation to character education. Principals 
perceived themselves to be more efficacious when working in schools with students 
from predominantly middle-income families; whereas they rated other principals as 
being more effective when working with students from higher-income families. This 
study seems to suggest the need to cultivate effective character education leadership in 
principals that will consistently shape the moral culture and increase the safety and 
civility in public schools. A well prepared principal who understands the positive impact 
of character education on students will be effective in implementing the program. For 
example, Bethesda Christian School, a private school led by principal Vicki Vaughn has 
met with consistent successful outcomes in the implementation of its Honorable 
Character program.  
One of the factors that practitioners repeatedly affirm is that the school leader is 
the most critical individual in the success or failure of a character education initiative. 
Undoubtedly, it is possible to create an island of sanity in a single classroom within a 
school that does not embrace character education meaningfully (Urban, 2003), but such 
a situation serves only the students who pass through that particular classroom. To 
impact an entire school positively, the principal’s role is essential (DeRouche & 
Williams, 2001; Lickona, 1991). An effective principal needs to (1) “get it,” (2) “buy 
into it,” and (3) “live it.” In other words, leading a school of character requires that the 
principal first fully understand what quality character education is all about. Then the 
principal must really commit to this vision and truly want to make it happen under his or 
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her watch. Finally, the principal must have the essential skills to enact quality character 
education and then to live it out both personally and professionally. 
Even though leadership is one aspect of a successful outcome, another critical 
factor is the faithfulness with which it is implemented. Typically, implementation of 
character education falls to classroom teachers and many times, they are not adequately 
trained to implement it accurately or completely (Berkowitz & Bier, 2005) Whereas this 
point may seem so obvious, it is worth mentioning, because many programs and 
program evaluations fail to monitor the level and quality of implementation and likewise 
fail to build in adequate safeguards to maximize the likelihood of full implementation. 
Effective principal leadership ensures all necessary safeguards in order to have full 
implementation and successful outcome.  
Immigrants Students in U.S. Schools 
According to the TEA, an immigrant student is a student aged 3-21 who was not 
born in the United States and has not attended U.S. schools for more than three full 
academic years. Joan First, a national advocate for immigrant students indicated in her 
article on immigrant students in U.S. schools that immigrant students and their families 
are a vital resource for this country’s future (First, 1988). On the other hand, many 
immigrant families arrive in the United States with few material resources, hence they 
must settle wherever they can afford housing and find work. Most times, they settle in 
poor, urban areas that are home to many of Title I schools. With little or no resources, 
immigrant students end up attending school in these poor areas.   
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Furthermore, First provided an overview of the experiences of immigrant 
students who enter U.S. schools in her article. She alluded to the clash between their 
primary cultures and the norms of their new home in the United States. For many of 
these immigrant students, language is the primary barrier faced. Also, cultural 
distinctions account for different ways of learning for immigrant students and the 
cultural misunderstandings on the part of teachers and fellow students is another major 
source of conflict for immigrant students (First, 1988).   
Public schools across the nation have struggled through the years to meet the 
unique and often urgent needs of recently arrived immigrant students. Aside from the 
language and cultural barriers, another issue is securing equal educational opportunity. 
Estimates of the number of immigrant students with limited proficiency in English 
enrolled in U.S. public schools range from 3.5 million to 5.5 million (First, 1988). Also, 
as many as two-thirds of immigrant students are not receiving the support they need to 
succeed in their studies. 
In light of these challenges, public schools need to restructure the curriculum to 
meet the needs of immigrant students . Providing a multicultural approach to the 
curriculum needs to be part of the curriculum restructure. Immigrant students should 
have the opportunity to utilize their culture and values in the classroom.  
Gibson & Carrasco (2009), explained in their comparative ethnographic research 
in high schools in California (U.S.) and Catalonia (Spain) that immigrant students are 
relegated to the margins of school life. The study highlighted some contradictions 
between the strengths and short-comings identified in each educational system; in 
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addition to providing suggestions for improving the educational practice for immigrant 
students. One major highlight was the disturbing gap that remains between immigrant 
students and their counterparts in academic performance. 
Of critical importance to teaching and learning, the Gibson  and Carrasco study 
indicated that immigrant students often end up feeling silenced and alienated in school 
because actual school practices can be elitist or tokenistic. Furthermore, the study 
explained that immigrant students often feel marginalized when using both their native 
language and the host language because language differences often become constructed 
as language hierarchies. Overall, immigrant students are faced with mounting challenges 
in U.S. schools. The limited research in the area of character education among 
immigrant students adds another layer to these mounting challenges. 
An Approach to Implementation in a Public High School  
Williams, Yanchar, Jensen, and Lewis (2003) provide insights to implementing 
character education in a public high school through a multi-year inquiry. They 
investigated how learning and teaching character that is integrated into a content 
curricula or programme for high school students contribute to their character education. 
This study describes one long-term example (since 1975) of how learning and teaching 
character can be integrated into a content or program known as ‘Unified Studies’ for 
high school students. The high school in the study was not formally designed to teach 
moral principles or character lessons, but contributed substantially to the character 
education of its students. Graduates over 20 years old were interviewed (n= 106) and 
completed a questionnaire (n= 204). It was concluded that the success of this programme 
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was largely due to teachers’ willingness to encourage students to take responsibility for 
their lives, learning through modeling of high character values, use of an integrated and 
experiential curriculum, and employment of a dialogical perspective on active education. 
Random selection was used in addition to interviews and questionnaire responses. 
Results from the interviews were used to develop a questionnaire to ascertain views of a 
larger sample of graduates. After refining the questionnaire, it was then administered to 
73 graduates who attended a Unified Studies reunion. A comparison analysis was then 
made with two previous studies conducted over the last 23 years. The results of the 
interview and questionnaire studies coalesced around four themes. (1) Unified Studies 
teachers provided a desirable character education environment because they genuinely 
cared for the students as individuals, tailored the class to meet the students’ needs, and 
used real-world and practical experiences as the basis for teaching and learning. (2) 
Unified Studies impacted character because it changed students’ lives and prepared them 
for life by helping them discover a purpose for schooling, a desire for life-long learning, 
teaching them to set goals for their future, take responsibility for themselves, and learn 
ideas and skills they can apply to everyday life. (3) Unified Studies students experience 
character growth as they develop an appreciation, respect and reverence for others, and 
for the environment. (4) Unified Studies provided many components of a traditional 
academic education, but encouraged some otherwise reluctant students to pursue a 
higher education, while preparing them to do so in a unique way that also built their 
characters. Furthermore, the findings suggest that the programme teachers helped 
students develop character attributes by providing a desirable character education 
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environment. A majority of students reported that the programme was personalized, 
practical and in many cases, life-changing. The study provided a practical approach to 
character education in a public high school setting. The study gave insights into a 
theoretical model that is based on a process rather than a content paradigm that is, 
Unified Studies provides a unique, experiential process of teaching subject content in 
settings and ways that promote character development. The idea of Unified Studies is 
similar to the mandate of TEC 29.906 that requires using integrated teaching strategies.  
National, State and Local Standards on Character Education 
The 1998 Amendments to the Higher Education Act of 1965 provides the 
framework for national standards on character education. Section 863. Sense of 
Congress regarding good character states the following findings from Congress: 
(a) Congress finds that: 
(1) the future of our Nation and world will be determined by the young people of 
today; 
(2) record levels of youth crime, violence, teenage pregnancy, and substance abuse 
indicate a growing moral crisis in our society; 
(3) character development is the long-term process of helping young people to know, 
care about, and act upon such basic values as trustworthiness, respect for self 
and others, responsibility, fairness, compassion, and citizenship; 
(4) these values are universal, reaching across cultural and religious differences; 
(5) a recent poll found that 90 percent of Americans support the teaching of core 
moral and civic values; 
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(6) parents will always be children's primary character educators; 
(7) good moral character is developed best in the context of the family; 
(8) parents, community leaders, and school officials are establishing successful 
partnerships across the Nation to implement character education programs; 
(9) character education programs also ask parents, faculty, and staff to serve as role 
models of core values, to provide opportunities for young people to apply 
these values, and to establish high academic standards that challenge students 
to set high goals, work to achieve the goals, and persevere in spite of 
difficulty; 
(10) the development of virtue and moral character, those habits of mind, heart, 
and spirit that help young people to know, desire, and do what is right, has 
historically been a primary mission of colleges and universities; and 
(11) the Congress encourages parents, faculty, and staff across the Nation to 
emphasize character development in the home, in the community, in our 
schools, and in our colleges and universities. 
SENSE OF CONGRESS: It is the sense of Congress that Congress should support and 
encourage character building initiatives in schools across America and urge colleges and 
universities to affirm that the development of character is one of the primary goals of 
higher education. 
Furthermore, the U.S. Department of Education has a brochure entitled 
Character Education-Our Shared Responsibility printed in English and Spanish. The 
brochure highlights the importance of character education and informs parents, educators 
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and the community about the U.S. Department of Education’s support, resources and 
involvement in character education. The Department believes that to implement 
character education successfully in schools, they should: 
 Take a leadership role to bring the staff, parents and students together to identify 
and define the elements of character they want to emphasize; 
 Provide training for staff on how to integrate character education into the life and 
culture of the school; 
 Form a vital partnership with parents and the community so that students hear a 
consistent message about character traits essential for success in school and life; 
and 
 Provide opportunities for school leaders, teachers, parents and community 
partners to model exemplary character traits and social behaviors. 
Another component of national standards on character education comes from the 
What Works Clearinghouse (WWC) which was established in 2002 as a program of the 
Institute for Education Sciences (IES) at the U.S. Department of Education. The WWC 
is administered by the National Center for Education Evaluation (NCEE) within IES. 
The goal of the WWC is to be a resource for informed decision-making in education. In 
order to achieve this goal, the WWC identifies research studies that provide credible and 
reliable evidence for the effectiveness of a given practice, program or policy (referred to 
as interventions) and distributes summary information and reports on its website. The 
WWC currently has a review protocol for studies on character education to inform 
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researchers, educators and policy makers as they work to improve education and student 
outcomes. The WWC defines character as the moral and ethical qualities of persons as 
well as the demonstration of those qualities in their emotional responses, reasoning, and 
behavior. Furthermore, the WWC believes that character is associated with such virtues 
as respect, responsibility, trustworthiness, fairness, caring, and citizenship.  
At the state level, the TEA offers character education programs under 
TEC 29.906. In 2001, the 77th Texas Legislature passed House Bill 946 which was 
signed into law by Governor Rick Perry. The character education law permits school 
districts to implement character education programs for students. The program offered 
must meet three criteria; these are: 
i. stress positive character traits; 
ii. use integrated teaching strategies and  
iii. be age appropriate.  
Additionally, the TEA maintains a list of character education programs that meet these 
three criteria. The agency designates each school providing a program that meets the 
criteria and that is approved by a committee as defined in the bill as a Character Plus 
School. There are currently 9,232 public schools in Texas, of which 1,289 are designated 
Character Plus schools (2009-2010 data ; Appendix C). According to TEC 29.906, a 
character education program must include the following positive character traits: 
(A) courage; 
(B) trustworthiness, including honesty, reliability, punctuality, and loyalty; 
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(C) integrity; 
(D) respect and courtesy; 
(E) responsibility, including accountability, diligence, perseverance, and self-
control; 
(F) fairness, including justice and freedom from prejudice; 
(G) caring, including kindness, empathy, compassion, consideration, patience, 
generosity, and charity; 
(H) good citizenship, including patriotism, concern for the common good and 
the community, and respect for authority and the law; and 
(I) school pride. 
Currently, the agency allows each Character Plus School the freedom to select 
the appropriate program for its students. There is a wide variety in the specific program 
or curriculum used by these Character Plus Schools. Some examples include, Keystone 
Curriculum, Character Counts!, Project Wisdom, Building Assets, Learning for Life, 
Quest, Character First and others. According to the latest data from the TEA (2009-
2010), there are twenty Education Service Centers (ESCs) in Texas, and three regions 
are without Character Plus Schools. This means not all 9,232 public schools in Texas 
have opportunities for students to develop citizenship as a trait of character education. 
As Table 2 shows, students in Regions 9, 16 and 19 do not have the opportunity to 
develop high citizenship skills. Region 19 serving El Paso and Hudspeth counties is 
home to many immigrants. Region 16 serves the Texas Panhandle and consists of 62 
school districts and two charter schools with 226 campuses and is home to over 1100 
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refugee students mostly attending Amarillo schools. With such concentration of diverse 
nationalities in the Texas Panhandle, immigrant students do not have the opportunity to 
develop high citizenship skills that will enable them to be successful as members of our 
society.  
Table 1. Texas Education Service Centers Showing Number of Character Plus 
Schools (2009-2010) 
Education Service 
Center 
Name of Area 
Number of Character 
Plus Schools 
Region 1 Edinburg 54 
Region 2 Corpus Christi 16 
Region 3 Victoria 19 
Region 4 Houston 82 
Region 5 Beaumont 11 
Region 6 Huntsville 87 
Region 7 Kilgore 68 
Region 8 Mount Pleasant 22 
Region 9 Wichita Falls None 
Region 10 Richardson 248 
Region 11 Fort Worth 168 
Region 12 Waco 36 
Region 13 Austin 63 
Region 14 Abilene 52 
Region 15 San Angelo 29 
Region 16 Amarillo None 
Region 17 Lubbock 12 
Region 18 Midland 41 
Region 19 El Paso None 
Region 20 San Antonio 281 
Conclusion 
The literature review provided a variety of lenses to examine the broad umbrella 
of character education and the specific trait of citizenship in relation to immigrant 
students. Each of the six elements in the review was intended to create a contextual 
foundation for this record of study. The six elements in the review became a useful 
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framework for public schools seeking to implement character education by taking into 
consideration the values of their immigrant students in developing high citizenship skills 
that will not only enable immigrant students to be responsible citizens here in America; 
but also useful in closing the achievement gap for immigrant students.  
Section one of the review described the historical analysis of character education 
showing the need for it in schools. Section two explained the need for high citizenship in 
societies battling poverty and inequality where many immigrants live and attend school. 
Section three documented citizenship as a trait of character education. Section four 
explained why administrators are critical to the successful outcome of implementing 
character education in schools. Section five referenced an approach of implementation of 
character education in a public high school. This section also validated one of the three 
criteria mandated by Texas Education Agency in implementing character education in 
Texas public schools. Section six was an examination of the standards of character 
education at the national and state levels. The examination validated the importance of 
character education by our national and state governing entities. Despite this importance, 
it was evident that not all Texas schools have a character education program; meaning 
that not all students have the opportunity to develop high citizenship skills. This record 
of study examines how immigrant students define character and what values shape their 
understanding of citizenship as responsible members of society. 
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CHAPTER III 
METHODOLOGY 
The goal of Chapter III is to clarify the sampling, collection and analytical 
procedures used in this record of study. For continuity, the researcher’s original two 
questions that frame the study are stated below: 
1) How do immigrant students define character and relate it to citizenship?  
2) What values shape the understanding of immigrant students on citizenship as 
responsible members of society? 
For this record of study, a mixed method approach was used. The research questions for 
the study were best answered using a mixed method with at least one quantitative and 
qualitative approach utilized to collect data and words (Creswell & Plano Clark, 2010).  
A mixed method study is defined as one that incorporates many diverse viewpoints, 
combining methods, philosophy, and a research design orientation (Creswell & Plano 
Clark, 2010). The use of a mixed method integrates elements of qualitative and 
quantitative techniques for the sole purpose of gaining a depth of understanding. The 
methodology allowed for the exploration and investigation of the values that shape 
immigrant students’ comprehension of citizenship as a trait of character education in 
accordance to TEC 29.906. Furthermore, the gathered data through survey instrument, 
focus groups and observations paved the way to explore the meaning of the values that 
shape students understanding with more emphasis on qualitative approach. This 
emphasis permits a researcher to study selected issues, cases, or events in depth and 
detail (Patton, 2002). Furthermore, due to the small number of participants compared to 
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large scale measurement of ideas, a qualitative approach ensures that a wealth of detailed 
data about a defined number of people and cases is produced (Patton, 2002). Finally, this 
qualitative emphasis is appropriate for investigation of perceptions, beliefs, and value 
systems (Bogdan & Biklen, 1982). The main instrument used for gathering data was a 
survey. Participant observations were conducted during a focus group discussion on 
students’ definitions of character and how it relates to citizenship. The participants’ 
observations provided a means to describe existing situations adequately using all five 
senses and provided a type of written photograph of the study. The observations mainly 
centered on citizenship characteristics that students’ exhibit as a trait of character 
education. Triangulation was achieved using three different strategies to approach the 
same topic of investigation.  
Population 
The Hurst-Euless-Bedford Independent School District (HEB ISD) is a K-12 
public school district based in Euless, Texas. The district comprised of 44. 3 square 
miles is located between Dallas and Fort Worth. A portion of the Dallas-Fort Worth 
International Airport is located within the district. The district serves several cities; all of 
the city of Bedford, most of the cities of Euless and Hurst, and small parts of North 
Richland Hills, Colleyville, Fort Worth, and Arlington. The district consists of 19 
elementary schools, five junior high schools, and two high schools. Founded in 1958, the 
district has been named #1 school district in Texas for the last six years by the Education 
Resource Group for its ability to “get more out of its tax dollars” method of optimizing 
student performance and financial efficiency. The district is rich with diversity and a 
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strong international essence. The Asian languages program, Spanish Immersion, 
International Baccalaureate, Core Knowledge Pre-K, and sister schools in China and 
India are programs that are available to students. There are over 60 different languages 
spoken by students in the district. Students from Sudan, Mexico, India, Vietnam, 
Pakistan, South Korea and many other countries live in the district. The district 
community is home to the largest population of Tongans outside of the South Pacific. 
The district spends approximately $7,005 per pupil allocating 63.8% to 
instruction and 5.7% to support services (Hurst-Euless-Bedford Independent School 
District [HEB ISD], 2011-2012). The district has a current enrollment of 21, 540 
students, a 96.7% graduation rate and 53.1% students categorized as economically 
disadvantaged.  
For the purposes of this study, only data from Trinity High School in HEB ISD 
was analyzed. The student data was collected from English as a Second Language 
(ESL), International Baccalaureate (IB) and regular classes. The HEB ISD English as a 
Second Language classes are specifically designed for immigrants who are new to U.S. 
schools or in their first three years of schooling in the United States. Students are from 
different countries and for most; English is not their first language. HEB ISD 
International Baccalaureate classes are for students pursing the IB diploma program. A 
regular class denotes data collected for construct validity from non-immigrant students. 
There are five class periods at the school with approximately 8-10 students per class 
period for an approximate total of 40-50 students. 
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Instrumentation 
The research on elementary school teachers’ sense of efficacy for character 
education (Milson & Mehlig, 2002), was critical in informing this researcher about 
appropriate instruments and interview protocols. The instrument used, the Character 
Education Efficacy Belief Instrument (CEEBI) provided a template for designing the 
citizenship instrument for this record of study. Additionally, input from Bethesda 
Christian School, a stakeholder in this study, that currently provides a character 
education program to public schools with plans for expansion, was beneficial in the 
design of the study instrument. The instrument examined the values that shape the 
understanding of immigrant students about citizenship as members of society. The 
instrument was designed with a special focus on immigrant values regarding citizenship 
as a trait of character education. This focus allowed gathering of data directly from 
students for this area of the research study. Levin (2000) believes that putting students at 
the center of education reform brings their unique knowledge and perspectives that can 
make reform efforts more successful and improve implementations. According to the 
most recent report by the National Center for Education Evaluation and Regional 
Assistance (NCEERA), minority students account for two-thirds of Title I participants. 
The demographics of the ESL and IB classes at Hurst-Euless-Bedford Independent 
School District directly correlates to the NCEERA report. Of the students, 52% are 
economically disadvantaged with 36.3% identified as at-risk.  
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Procedures 
Procedures for collecting data were coordinated with the Hurst-Euless-Bedford 
ISD Central Office and campus leadership. With Texas A & M University’s Institutional 
Review Board (IRB) research approval, written permission was granted by HEB ISD 
and the campus principal to collect data. Using a Texas A & M University-approved 
instrument, students in the ESL and IB classes completed the survey in their native 
language using translation resources. The ESL curriculum covers areas directly related 
to values and social customs. According to the standards, students are expected to make 
inferences or logical guesses about the values or social customs taught through the 
characters and situations presented in the text. This section of the ESL curriculum is 
related to the survey instrument which is focused on gathering data about the values that 
shape immigrant students’ understanding of citizenship as responsible members of 
society. Investigating these values of citizenship, one of the nine traits of character 
education according to TEC 29.906 on character education programs, is aimed at 
designing appropriate character education programs that can be implemented in Title I 
schools. Additionally, the gathered data provides a cultural-sensitivity lens for 
curriculum design and implementation in relation to immigrant students. 
Specifically, students responded to 15 questions on what values shaped their 
understanding of citizenship as responsible members of the American society. Each 
student survey was coded numerically and students indicated their countries of origin on 
the survey. On some questions, students responded by circling one of four choices, with 
no right or wrong answers. Each response provided insight into the cultural background 
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and values that shaped immigrant students’ understanding of citizenship. On the 
remainder of the questions, students ranked some character education citizenship traits 
according to their preferences. Additionally, students discussed the meaning of character 
in assigned groups; they were observed as they interacted with each other in these 
groups. The observation focused on character traits of citizenship. For example, “Did 
students respect each other? Did students follow teacher directions correctly? How many 
students followed the directions? How many listened attentively to their peers while 
each one defined character?” Student responses were then entered into a Microsoft Excel 
spreadsheet. Student responses were entered by coding each student numerically. Next, 
the country of origin of each student was entered followed by each of the 15 responses. 
Lastly, students’ definition of character and opinions about good citizenship were 
entered into the spreadsheet. On a new spreadsheet, the four IB student responses were 
entered following the same format as the ESL student responses, for construct validity. 
These IB students were non-immigrant students who were born and raised in the United 
States. Furthermore, to show some content validity, the survey instrument was given to 
colleagues who teach character education to complete. Responses from these character-
education teachers were entered in a new spreadsheet. 
Data Analysis 
Examining relationships is the center piece of the qualitative analytic process 
(Schutt, 2011). Collected data was categorized qualitatively using the national 
framework What Works Clearinghouse (WWC). Survey Connect, a special software 
dedicated to organizing and analyzing survey data was used to organize the collected 
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data entered on the Excel spreadsheets. The national framework, What Works 
Clearinghouse (WWC), was then used to analyze the data by making connections 
between or among two or more variables. This permitted the discovery of important 
relationships that were not predicted. The national framework WWC ensured a 
reasonable outcome of the analysis. It was designed for categorizing outcome measures 
assessed in studies of character education programs. The framework published in the 
2009 report of the Institute of Education Sciences (IES) at the U.S. Department of 
Education; provided a step toward a credible resource that can inform measure selection 
for conducting rigorous studies of character education programs. WWC classifies 
student outcomes into three broad categories: (1) cognitive, which is understanding and 
being able to reason about character concepts as well as academic content; (2) affective 
one’s attitudes, emotions, motives, and beliefs about what is important: and (3) 
behavioral, or acting on understandings and beliefs. Each of the 15 questions on the 
survey fell into one of these three categories. The following character education 
outcomes as shown in Table 2 in relation to citizenship as a trait of character education 
(according to TEC 29.906) was used as a guide for the analysis of student responses. 
Table 2. Character Education Outcomes 
Instrument Citations WWC Outcome Categories 
  Affective Behavior Cognitive 
Perceived Value of Character 
Ed. 
Katsuyama & Kimble 
2002 
X   
Behaviors Towards Rules & 
Others 
Fruechte & Michell 
2003 
 X  
Defining Issues Test Rest 1986, 1994   X 
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To answer the first research question on how immigrant students defined 
character and related it to citizenship, the 15 survey questions were examined to see 
which of them addressed research question one. The following survey questions were 
noted as addressing question one: 2, 4, 6, 7, and 8-15. The following survey questions 
were noted as answering the second research question on what values shaped the 
understanding of immigrant students on citizenship as responsible members of society: 
1, 3, 5, 6, 7 and 8-15. The next step was to categorize student responses from both 
research questions into the one of the three categories of the national framework, WWC 
to clarify whether students’ values were affective, cognitive or behavioral. Each category 
provided a window to examine clearly what values shaped immigrant students’ 
understanding of citizenship as responsible members of society. To understand their 
values better, the researcher examined their different countries of origin, looking for any 
similarities in values and cultures among them. A tally table of countries represented in 
student responses was created as shown in Table 3. Next, the construct and content 
validity responses were categorized to find out if patterns existed in relation to student 
responses. Finally, student responses from the focus discussions for Day 2 of the study 
were reviewed and sorted. Ninety-one percent of the students could define character in 
relation to citizenship. The remainder of students could not define character in relation to 
citizenship; these students defined character in relation to a story in a book. Additionally, 
observations from the focus discussion indicated that the students exhibited the character 
traits of citizenship. Students were observed in their assigned groups using the frequency 
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observation and recording sheet shown in Table 4. The frequency of student behaviors of 
showing respect to each other during the discussion, following the teacher’s directions 
and listening attentively to peers were recorded. There is a possibility that the 
researcher’s presence in the room could have influenced student behaviors during the 
focus group discussions.  
Table 3. Tally of Countries Represented on Student Responses 
Name of Country Number of students 
Bangladesh 1 
Burundi 1 
Columbia 1 
D.R. Congo 1 
El Salvador 4 
Egypt 2 
France 1 
Guinea Conakry 1 
Honduras 1 
India 4 
Jordan 2 
Kenya 2 
Laos 1 
Liberia 1 
Mexico 5 
Nepal 1 
Nigeria 2 
Pakistan 2 
Puerto Rico 4 
Republic of Congo 1 
Sierra Leone 1 
Sudan 2 
Thailand 1 
Vietnam 2 
Zambia 1 
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Table 4. Example of Frequency Recording Target Behaviors Including, Showing 
Respect, Following Teacher Directions and Listening Attentively to Peers 
Class Period Showing  
Respect 
Following Teacher 
Directions 
Listening 
Attentively to 
Peers 
1 XXX XXXX XX 
2 XXXX XXXX XXX 
3 XXX XXXXXX XXX 
4 XX XXXXX XXX 
5 XX XXXX XXX 
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CHAPTER IV 
PRESENTATION OF FINDINGS 
The purpose of this record of study was to investigate the values of immigrant 
students on citizenship as a trait of character education in accordance with TEC 29.906. 
Immigrant students in their first three years in U.S. schools from HEB ISD participated 
in the study. Data was collected from 45 students who defined character in relation to 
citizenship. This record of study was guided by the following questions: 
1) How do immigrant students define character and relate it to citizenship?  
2) What values shape the understanding of immigrant students on citizenship as 
responsible members of society? 
Findings for Research Question 1 
How do immigrant students in Hurst-Euless-Bedford Independent School 
District, in Euless, Texas define character and relate it to citizenship? Forty-one 
immigrant students (91%) defined character in relation to citizenship. The students’ 
responses were centered on key traits of character in accordance to TEC 29.906. 
Students’ definitions of character in relation to citizenship were categorized into one of 
the 15 responses below: 
 having consideration for others 
 a person’s daily actions 
 having good manners 
 being oneself 
 a person’s behavior 
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 having good values 
 having a good attitude 
 how a person talks 
 living truthfully 
 doing something good when no one is watching 
 a person’s personality 
 accepting oneself 
 what makes a person different 
 being honest and respectful  
 being friendly 
Furthermore, survey questions 2, 4 6, 7, and 8-15 were designed to target research 
question 1. The responses indicated that students could define character in relation to 
citizenship. As Table 5 shows, 42.2% of students indicated that honesty was the most 
important trait to them, followed by kindness at 26.6%, patience at 17.7% and diligence 
at 13.3% on survey question 2. These are all traits of character according to TEC 29.906. 
In response to survey question 4, 55.6% of students suggested that applauding indicated 
politeness or appreciation for people, environment and country, compared to 22.2% of 
students who suggested that reciting the national anthem indicated politeness or 
appreciation for people, environment and country. Only 17.8% of students suggested 
that saluting the flag indicated politeness or appreciation for people, environment and 
country, which was unexpected. It would be expected that students would commonly 
associate saluting the flag with politeness or appreciation for people, environment and 
 50 
 
country, since one of the ways citizenship is demonstrated in American society is 
saluting the flag. However, students’ responses seem to suggest an influence from 
outside American society in determining politeness or appreciation for people, 
environment and country. Only 4.4% of students felt that observing moment of silence 
indicated politeness or appreciation for people, environment and country.  
Students’ responses to survey question 6 seemed to imply that all students 
understand that always telling the truth is one way of showing honesty. Students’ 
responses to survey question 7 indicated an approximately equal distribution across the 
first three responses regarding what they understood to be a sign of politeness. Slightly 
more than a third (35.6%), considered a handshake a sign of politeness; 33.3% 
considered listening a sign of politeness, and 31.1% considered use of title when saying 
someone’s name a sign of politeness. None considered thumbs up to be a sign of 
politeness.  
Aggregating students’ preferences on survey questions 8-15 regarding different 
characteristics of citizenship indicated that obeying the law, contributing to society, 
standing up for the rights of others, serving others before self, having respect for 
authority, love for country, respect for all people, and belief in doing what is right, were 
important to students. Students ranked these citizenship characteristics with either a 1 or 
2 signifying that they were “most important” as opposed to 7 or 8 for “least important”. 
Specifically, students ranking of importance on survey questions 8 and 13 stipulate a 
good understanding of what comprises a responsible member of society. These rankings 
point to the fact that the character education program of HEB ISD is preparing 
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immigrant students for citizenship as defined by Wilkenfeld (2009). He states that in 
order to facilitate understanding of how adolescents are being prepared for citizenship, 
there must be a good analysis of the relations between multiple contexts of influence and 
adolescents’ civic engagement.
Table 5. Survey Results 
Question Answers 
Actual # of 
Students 
% of Students Trait Focus 
1 A 9 20 Respect 
 B 27 60  
 C 6 13.3  
 D 3 6.6  
     
2 A 19 42.2 Character Trait 
 B 8 17.7  
 C 6 13.3  
 D 12 26.6  
     
3 A 28 62.2 Reason for #2 
 B 5 11.1  
 C 5 11.1  
 D 7 15.5  
     
4 A 25 55.6 Politeness 
 B 8 17.8 Appreciation 
 C 10 22.2  
 D 2 4.4%  
     
5 A 13 28.9 Scenario 
 B 5 11.1  
 C 6 13.3  
 D 21 46.7  
     
6 A 45 100 Honesty 
 B 0 0  
 C 0 0  
 D 0 0  
     
Table 5 Continued 
52 
 
Question Answers 
Actual # of 
Students 
% of Students Trait Focus 
7 A 14 31.1 Politeness 
 B 16 35.6  
 C 15 33.3  
 D 0 0  
     
8 1 36 80.0 Obey Law 
 2 6 13.3  
 7 0 0  
 8 3 6.7  
     
9 1 35 77.8 Respect/Authority 
 2 5 11.1  
 7 4 8.9  
 8 1 2.2  
     
10 1 27 60.0 Contribution 
 2 10 22.2  
 7 5 11.1  
 8 3 6.7  
     
11 1 32 71.1 Love for Country 
 2 6 13.3  
 7 5 11.1  
 8 2 4.4  
     
12 1 31 68.9 Respect all People 
 2 8 17.8  
 7 5 11.1  
 8 1 2.2  
     
13 1 36 80.0 Belief 
 2 7 15.6  
 7 1 2.2  
 8 1 2.2  
     
14 1 23 51.1 Rights of Others 
 2 12 26.7  
 7 8 17.8  
 8 2 4.4  
     
Table 5 Continued 
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Question Answers 
Actual # of 
Students 
% of Students Trait Focus 
15 1 15 33.3 
Serves Others 
before Self 
 2 16 35.6  
 7 12 26.7  
 8 2 4.4  
     
 
Findings for Research Question 2 
In order to determine what values shape immigrant students’ understanding of 
citizenship as responsible members of society, the values of each student’s country of 
origin were collected and reviewed. Each country represented was analyzed using The 
World Factbook, a trusted source of information published by the Central Intelligence 
Agency of the United States of America. The main reason, The World Factbook is noted 
as a trusted source of information, is based on the fact that the information collected by 
the Central Intelligence Agency (an independent agency responsible for providing 
national security to senior U.S. policy makers) has been integrated, evaluated, analyzed 
and interpreted for use.  By looking at each country represented, its flag, official 
language, values and customs, the foundations of students’ understanding were 
determined. The methodology for addressing research question 2 was established by 
research question 1. Students defined character and related it to citizenship based on 
their understanding. In analyzing and categorizing the values from all 25 countries 
represented on students’ responses; five value factors stood out as those that most 
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directly or indirectly influenced students’ understanding of citizenship. These were 
honor, hierarchy, gender roles, patriarchal and form of greetings. Figures 1-25 below, 
illustrate the location of each country, its flag and the meaning of each element of the 
flag, the official language and core values and customs of each country. One major 
descriptor for all countries and cultures is the form of greetings. The handshake is 
commonly used and conveys the extent of honor, hierarchy, gender roles and patriarchal 
function of the society. 
A Look at Bangladesh and its Values 
Figure 1. The national flag of Bangladesh 
 
Bangladesh is located in southern Asia, adjoining the Bay of Bengal, between 
Burma and India. The official languages are Bangla and English. The flag is a green 
field with a large red disk shifted slightly to the left of center. The red disk represents the 
rising sun and the sacrifices made to achieve independence; the green field symbolizes 
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the lush vegetation of Bangladesh. Bangladesh is a hierarchical society, which means 
that people are respected because of their age and positions, with older people viewed as 
wise and granted respect. It is expected that the most senior Bangladeshi male by age or 
position, makes decisions that are in the best interest of the group. Greetings usually take 
place between members of the same sex. Handshakes are common but may not feel 
strong. The hierarchy is based on age and dictates how people are addressed. People of 
the same age use first names. If the person being addressed is older than the speaker, the 
person is called by the first name and a suffix that denotes the family relationship. 
A Look at Burundi and its Values 
Figure 2. The national flag of Burundi  
 
Burundi is located in central Africa, east of the Democratic Republic of Congo. 
Its flag is divided by a white diagonal cross into red panels (top and bottom) and green 
panels; a white disk is superimposed on the center, bearing three, red six-pointed stars 
outlined in green and arranged in a triangular design. The color green symbolizes hope 
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and optimism; white symbolizes purity and peace, and red, the bloodshed in the struggle 
for freedom. The three stars in the disk represent the three major ethnic groups: Hutu, 
Twa and Tutsi, as well as the three elements in the national motto: unity, work, and 
progress. The official languages are Kirundi, French, and Swahili. Cultural identity 
comes from tribal affiliation rather than from any unifying national characteristic and is 
based on symbolic stratification. Ownership of a large number of cattle (a sign of 
wealth) plays a major role in how Burundians view responsibility as a citizen. Women 
are respected as life bearers; men have the main authority and are the major decision 
makers. Handshakes are important and vary by location. People normally continue 
holding hands even after shaking hands.  
A Look at Columbia and its Values 
Figure 3. The national flag of Columbia  
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Columbia is located in northern South America, adjoining the Caribbean Sea, 
between Panama and Venezuela and adjoining the North Pacific Ocean, between 
Ecuador and Panama. The flag has horizontal bands of yellow, blue, and red which are 
the three colors of the banner of Gran Colombia, the short-lived South American 
republic that broke up in 1830. The color yellow stands for the gold in Colombia’s land, 
blue for the seas on its shores, and red for the blood spilled in attaining freedom. Spanish 
is the official language. Columbia is a hierarchical society where people earn respect 
based on age and position. Responsibility and decision- making in family and society is 
left to the most senior person. The family is the focal point in the social structure; acting 
as a source of support. Men shake hands with direct eye contact. Women on the other 
hand grasp forearms rather than shaking hands.  
A Look at Democratic Republic of Congo and its Values 
Figure 4. The national flag of the Democratic Republic of Congo 
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The Democratic Republic of Congo is located in central Africa, northeast of 
Angola. It was established as a Belgian colony in 1908. The Republic of the Congo 
gained its independence in 1960. The flag is a sky-blue field divided diagonally from the 
lower elevated corner to the upper fly corner by a red stripe bordered by two narrow 
yellow stripes. A yellow, five-pointed star appears in the upper hoist corner. The color 
blue represents peace and hope; red, the blood of the country’s martyrs; and yellow, the 
country’s wealth and prosperity. The star symbolizes unity and a brilliant future for the 
country. The official language is French, with Lingala as the lingua franca trade 
language. The Democratic Republic of Congo is a patriarchal society and social status is 
important for respect. A proper greeting is to shake hands with the right hand. To signify 
respect for social status, people will typically hold their right forearm with their left hand 
while shaking hands. Punctuality is not taken too seriously because appointment times 
are considered flexible. 
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A Look at El Salvador and its Values 
Figure 5. The national flag of El Salvador  
 
 
El Salvador is located in Central America, adjoining the North Pacific Ocean, 
between Guatemala and Honduras. The flag has three equal horizontal bands with blue 
at the top and bottom, and white in the middle. The national coat of arms is centered in 
the white band; the coat of arms features a round emblem encircled with the words; “The 
Republic of El Salvador in Central America”. The color blue bands symbolize the 
Pacific Ocean and the Caribbean Sea, while the white band signifies the land between 
the two bodies of water, as well as peace and prosperity. The official language is 
Spanish. Nahua is a commonly spoken language among the indigenous people, called 
the Amerindians. El Salvador has a formal culture with traditional gender roles. The man 
is the main source of income and the wife looks after the home. Salvadoran women often 
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pat each other on the right forearm or shoulder, than shake hands. Men shake hands with 
other men and with women, but wait for the woman to extend her hand first.  
A Look at Egypt and its Values 
Figure 6. The national flag of Egypt  
 
 
Egypt is located in northern Africa adjoining the Mediterranean Sea. The flag 
consists of three equal horizontal bands, with red at the top, white in the middle, and 
black at the bottom. The national emblem is a gold Eagle of Saladin facing the hoist side 
with a shield superimposed on its chest above a scroll bearing the name of the country in 
Arabic; it is centered in the white band. The colors black represents oppression, red 
signifies overcoming oppression through bloody struggle, and white means oppression 
and struggle replaced by a bright future. The official language is Arabic with English 
and French widely used among the educated classes. Kinship plays an important role in 
Egyptian social relations. The family, tribe or group has more power than the individual. 
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Honor is the highlight of relationships; while respect and esteem for all people is 
considered the right thing to do and a national duty. Honor dictates reputation, 
hospitality and dressing according to one’s financial status. Social classes determine 
access to power and position. Handshakes are soft and prolonged with a good smile and 
unswerving eye contact. 
A Look at France and its Values 
Figure 7. The national flag of France  
 
 
France is located in Western Europe, bordering the Bay of Biscay and English 
Channel, between Belgium and Spain, southeast of the UK; bordering the Mediterranean 
Sea, between Italy and Spain. France is one of the most modern countries in the world 
and a leader among European nations. The flag consists of three equal vertical bands of 
blue, white, and red. The color white combined with blue and red colors of the Parisian 
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militia; it is the official flag for all French-dependent areas. The official language is 
French. The family is the main unit of society, and parents take their responsibilities 
seriously. The French have a private approach to life and have various rules of behavior 
for people within their social circle and outside of it. In French culture, the handshake is 
a common form of greeting. Familiarity is restricted to family and close friends. To use 
someone’s first name requires an invitation from the person. 
A Look at Guinea Conakry and its Values 
Figure 8. The national flag of Guinea Conakry  
 
 
Guinea or Guinea Conakry as it is fondly called by its citizens is located in 
western Africa, adjoining the North Atlantic Ocean. The flag consists of three equal 
vertical bands of red, yellow, and green. The color red represents the people’s sacrifice 
for liberation and work; yellow signifies the sun, the riches of the earth, and justice; 
green stands for the country’s vegetation and unity. The official languages are French 
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and the ethnic languages. There is a sense of identity to the legacy of the former nation’s 
leader that most citizens feel obligated to. The effect of caste groupings is still prevalent 
in shaping social relations and hierarchies despite the influence of western education. 
Men have more opportunities for advancement than women. Handshakes are a part of 
societal norms and typically firm. It is considered rude to use the left hand in any social 
interaction, whether to shake hands, point, pay, or hand an item to someone. Guinean 
culture also has an intergenerational communication. It is inappropriate for a young 
person to look directly at a respected elder; instead the young person has to look down.  
A Look at Honduras and its Values 
Figure 9. The national flag of Honduras 
 
 
Honduras is located in Central America, adjoining the Caribbean Sea and Pacific 
Ocean. Honduras was once a part of Spain’s gigantic empire in the New World and 
became a free nation in 1821. The flag consists of three equal horizontal bands of blue, 
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white, and blue, with five blue, five-pointed stars arranged in an X pattern centered in 
the white band. The five stars represent the members of the former Federal Republic of 
Central America - Costa Rica, El Salvador, Guatemala, Honduras and Nicaragua; the 
blue bands stand for the Pacific Ocean and the Caribbean Sea; the white band signifies 
the land between the two bodies of water and the peace and prosperity of its people. The 
official language is Spanish and many indigenous dialects. Honduras has a class system 
that widens the gap between the wealthy and poor, in addition to the fact that there is a 
slight difference in accent between the different classes. The wealthy pronounce words 
more or less as in standard Spanish while the working-class people pronounce words 
using a few methodical and clear modifications. Handshakes are a common way of 
greeting and may be firm or soft, sometimes depending on class.  
A Look at India and its Values 
Figure 10. The national flag of India 
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India is located in southern Asia, adjoining the Arabian Sea. The flag consists of 
three equal horizontal bands, with saffron on top, white in the middle, and green at the 
bottom; a blue chakra of a 24-spoked wheel is centered in the white band. The color 
saffron represents courage, sacrifice, and the spirit of renunciation; white symbolizes 
purity and truth; green signifies faith and fertility; the blue chakra stands for the wheel of 
life in movement and death in stagnation. The official ancillary language is English and 
is used for national, political and business communication. Hindi is the most widely 
spoken native language with many other official primary languages. Indian society is 
based on hierarchical relationships with a high priority on social order and status. 
Teachers are viewed as the source of knowledge and are highly respected. The family 
unit is patriarchal; men are the decision-makers. Societal identity is based on groups to 
which people belong, rather than individual status. Non-verbal cues are used in assessing 
communication in Indian society. Handshakes are commonly used but within genders.  
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A Look at Jordan and its Values 
Figure 11. The national flag of Jordan  
 
 
Jordan is located in the Middle East, northwest of Saudi Arabia, between Israel 
and Iraq. The flag consists three equal horizontal bands of black at the top, white, green 
with a red isosceles triangle on the hoist side with a white, seven-point star. The color 
black stands for the Abbassid Caliphate; white, for the Ummayyad Caliphate, green, for 
the Fatimid Caliphate; and the red triangle signifies the Great Arab Revolt of 1916. The 
official language is Arabic, and English is commonly used among middle and upper 
classes. Jordanian society has political and social systems that blend old and new, non-
traditional and traditional. All political and social systems are focused on the extended 
patriarchal family units and based on ancestry and wealth. A Muslim nation, most of its 
values are based on Islamic teachings. The handshakes is part of the society’s values but 
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with differences based on gender. For example, a man will not shake hands with a 
woman unless the woman offers her hands first. 
A Look at Kenya and its Values 
Figure 12. The national flag of Kenya 
 
 
Kenya is located in eastern Africa, bordering the Indian Ocean, between Somalia 
and Tanzania. Kenya was a de facto one-party state for thirteen years. The flag consists 
of three equal horizontal bands of black at the top, red, and green. The red band is edged 
in white; a large Maasai warrior's shield covering crossed spears is superimposed at the 
center. The color black stands for the majority population, red signifies the blood shed in 
the struggle for freedom, green symbolizes natural wealth, and white, peace; the shield 
and crossed spears represents the defense of freedom. English and Kiswahili are the 
official languages with several ethnic languages. Kenyan society is a group-oriented one 
rather than individualistic. The approach to life is defined by the concept of Harambee; 
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which means “to pull together”. This means there is a strong belief of mutuality in 
Kenya society. The most common greeting is the handshake and differs based on type of 
relationship. Prolonged handshakes are emblematic of a personal relationship rather than 
a casual relationship.  
A Look at Laos and its Values 
Figure 13. The national flag of Laos  
 
 
Laos is located in southeastern Asia, northeast of Thailand, west of Vietnam. The 
flag consists of three horizontal bands, with red at the top, double-width blue in the 
middle and red at the bottom with a large white disk centered in the blue band. The red 
bands stand for the bloodshed of liberation; the blue band symbolizes the Mekong River 
and prosperity; the white disk represents the full moon against the Mekong River, but 
also represents the unity of the people under the Lao People’s Revolutionary Party. The 
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official language is Lao; French and English are also spoken in addition to several ethnic 
languages. Laotian society has an ethnic hierarchy that places ethnic Laotians at the 
apex. Gender is the main way of classifying social roles and practices. There are specific 
roles for men and women. Laotian society places a high value on avoiding conflict or 
anything that will promote emotional discomfort. Hierarchical interactions are 
commonly seen among the people. This involves polite speeches and body movements. 
A Look at Liberia and its Values 
Figure 14. The national flag of Liberia 
 
 
Liberia is located in western Africa, adjoining the North Atlantic Ocean. The flag 
is modeled after the American flag, except that a single large white star occupies the 
blue field that signifies Liberia’s long history as the Lone Star- the only independent 
republic in Africa during the colonial period. The flag consists of 11 equal horizontal 
stripes, with red at the top and bottom alternating with white; a white five-pointed star 
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appears on a blue square in the upper hoist side corner. The stripes stand for the 
signatories of the Liberian Declaration of Independence; the blue square symbolizes the 
African mainland, and the star represents the freedom granted to the free slaves. 
According to the Liberian constitution, blue represents liberty, justice, and fidelity; the 
white represents purity, cleanliness, and guilelessness; and the red represents 
steadfastness, valor, and fervor. The official language is English with more than 20 
ethnic languages. There is a class division between the minority who claim descent from 
the American settlers and the indigenous majority. The indigenous groups are patrilineal 
with a culture of male dominance. Liberian society mimics many American values in 
lifestyle. 
A Look at Mexico and its Values 
Figure 15. The national flag of Mexico  
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Mexico is located in North America, adjoining the Caribbean Sea and the Gulf of 
Mexico. The flag consists of three equal vertical bands of green, white, and red with 
Mexico’s coat of arms at the center of the white band. The coat of arms is an eagle with 
a snake in its beak perched on a cactus. The color green symbolizes hope, joy, and love; 
the white stands for peace and honesty; the red represents hardiness, bravery, strength, 
and valor; the coat of arms is derived from a legend about the wandering of the Aztec 
people who latter settled in a location where they saw an eagle on a cactus eating a 
snake. Spanish is the official language with many ethnic languages. Family is at the core 
of the Mexican social structure and dictates many of its values. Families are traditional, 
with the father as the authority and decision-maker. Mothers are respected and have a 
secondary role to their husbands. Mexican society is stratified and vertically structured. 
There is a great deal of respect for authority. Handshakes are reserved only for men 
while women more commonly pat each other on the right forearm or shoulder.  
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A Look at Nepal and its Values 
Figure 16. The national flag of Nepal 
 
 
Nepal is located in southern Asia, between China and India. The flag is red with 
a blue border around the unique shape of two overlapping right triangles; the smaller, 
upper triangle bears a white stylized moon and the larger, lower triangle displays a white 
12-pointed sun. The color red symbolizes the rhododendron which is Nepal’s national 
flower and is a sign of victory and bravery. The blue border signifies peace and 
harmony; the two right triangles are a combination of two single pennants. The moon 
stands for serenity of the people, while the sun depicts the heat of the lower parts of 
Nepal. The official language is Nepali. The society is clearly marked by caste and class 
systems; even though it is not supported by law; social interactions are still affected by 
caste stratification. Labor is marked by gender roles, with men performing the heavier 
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tasks. The handshake has been adopted as a greeting by men in urban areas. The normal 
greeting is pressing one’s palms together in front of the chest. 
A Look at Nigeria and its Values 
Figure 17. The national flag of Nigeria  
 
 
Nigeria is located in western Africa, adjoining the Gulf of Guinea, between 
Benin and Cameroon. Nigeria is Africa’s most populous country. The flag consists of 
three equal vertical bands of green, white, and green. The color green stands for 
agriculture and the abundant natural wealth of the country; white signifies peace and 
unity. The official language is English, with three major ethnic languages (Hausa, 
Yoruba and Ibo) in addition to over 500 ethnic dialects. Nigeria is a hierarchical society. 
Age and position earns respect and social status. Older people are believed to have more 
wisdom and are honored. Extended families are the core of the social system, with 
family relationships guided by hierarchy and seniority. Grandparents, cousins, aunts, 
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uncles, sisters, brothers and in-laws all work as a unit throughout life. The handshake is 
the most common form of greeting, and is accompanied by a welcoming smile. Men 
tend to place their left hand on the other’s person’s shoulder while shaking hands. 
Nigerians believe in smiling while shaking hands to convey sincerity at meeting a 
person. Women must extend their hands first for a handshake.  
A Look at Pakistan and its Values 
Figure 18. The national flag of Pakistan  
 
 
Pakistan is located in southern Asia, adjoining the Arabian Sea. The flag is green 
with a vertical white band on the hoist side; a large white crescent and star are centered 
in the green field. The crescent, star, and color green symbolize Islam. The official 
language is Urdu. English is the lingua franca of the Pakistani elite and most government 
ministries. Punjabi is spoken by 48% of the people in addition to other ethnic languages. 
The extended family is the foundation of the social structure and individual identity. 
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This includes the nuclear family, immediate relatives, distant relatives, tribe members, 
friends and neighbors. Loyalty to the family comes before any social relationships. The 
family is more private than in many other societies around the world. Nepotism is 
acceptable in Pakistani society because it secures hiring people who can be trusted. 
Pakistan is a hierarchical society; where age and position commands respect and honor. 
Titles are very important in Pakistani society. Names always include a person’s class, 
tribe, occupation or other status indicator. Men typically shake hands while women 
generally hug and kiss.  
A Look at Puerto Rico and its Values 
Figure 19. The national flag of Puerto Rico  
 
 
Puerto Rico is located in the Caribbean Sea. It is a territory of the United States 
with commonwealth status. The flag consists of five equal horizontal bands with red at 
the top and bottom alternating with white. A blue isosceles triangle based on the hoist 
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side bears a large, white, five-pointed star in the center. The white star signifies Puerto 
Rico; the three sides of the triangle signify the executive, legislative and judicial parts of 
the government. The color blue symbolizes the sky and the coastal waters; red stands for 
the blood shed by warriors, while white represents liberty, victory, and peace. The 
official languages are Spanish and English. English is used extensively in the schools 
and government. Puerto Rican society is fairly complex. The culture is a series of visual 
displays and interactions with the milieu that makes it distinct. The people represent a 
cultural and racial mix with links to Spain, India, France, Germany, Lebanon, China, 
Africa, Cuba and Dominican Republic. Known by their deep hospitality, Puerto Ricans 
consider language to be conveyed by more than words; to them it is the position of one’s 
body, look and body’s motion. The handshake, a nod of the head, and hand gestures are 
used for greetings. 
A Look at Republic of Congo and its Values 
Figure 20. The national flag of the Republic of Congo  
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The Republic of Congo is located in central Africa, bordering the South Atlantic 
Ocean, between Angola and Gabon. The flag is divided diagonally from the lower hoist 
side by a yellow band; the upper triangle is green and the lower triangle is red. The color 
green represents agriculture and forests, yellow stands for friendship and the nobility of 
the people, and red is unexplained, but has been linked to the struggle for independence. 
The official language is French; with Lingala and Monokutuba as the lingua franca trade 
languages. There are also many local languages and dialects. Due to communism few 
people have accumulated wealth. Some indicators of prosperity are education, large 
houses and money. One major highlight of Congolese society is their appearances and 
manner of dressing. Irrespective of financial status, people wear clean and pressed 
handmade garments. Hierarchy plays a role in the society. Older people are shown 
respect through physical gestures and agreement with the elderly is valued more than 
frankness.  
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A Look at Sierra Leone and its Values 
Figure 21. The national flag of Sierra Leone  
 
 
Sierra Leone is located in western Africa, adjoining the North Atlantic Ocean. 
The flag consists of three equal horizontal bands, with green at the top, white, and blue 
at the bottom. The color green represents agriculture, mountains, and natural resources; 
white stands for unity and justice; and blue signifies the sea and the natural harbor in 
Freetown. The official language is English; Mende is the main dialect spoken in the 
south and Temne is spoken in the north. Sierra Leonean society is a stratified one in 
some ways. The traditional elite families control land, which is a valuable asset. Land 
ownership creates stratification in the society. With a strong belief in Western values and 
goods, an indicator of high social class in Sierra Leonean society is accumulation of 
Western paraphernalia such as clothing and English speech. Women are the backbone of 
Sierra Leonean labor, while men are engaged in the physically intense work of farming. 
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As a rule, Sierra Leoneans are exceptionally polite and manner-conscious. Courteous 
and eloquent greetings are the norm. Elders are particularly respected. Appearance is 
also important to Sierra Leoneans. 
A Look at Sudan and its Values 
Figure 22. The national flag of Sudan  
 
 
Sudan is located in north-eastern Africa, bordering the Red Sea, between Egypt 
and Eritrea. The flag consists of three equal horizontal bands with red at the top, white in 
the middle, and black at the bottom, with a green, isosceles triangle based on the hoist 
side. The color red stands for struggle for freedom; white represents peace, light, and 
love; and black symbolizes Sudan itself. The official languages are Arabic and English. 
Sudanese tend to identify with their tribes rather than with their nation. There has long 
been a dichotomy in identity between the north and south, mostly at the expense of the 
south. In many Sudanese tribes, class and social status are determined by birth and the 
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number of cattle a family owns. Facial scarring is an old Sudanese custom; for men it is 
a sign of bravery and for women a sign of beauty. Sudan is a patriarchal society and it 
should be noted that Sudanese culture is not a uniform society where the common 
dominators of culture such as language, religion, history and ethnicity are expressed in 
the usual patterns of values, behavior, and attitudes. Politeness is one of the highlights of 
the culture in Sudan. 
A Look at Thailand and its Values 
Figure 23. The national flag of Thailand 
 
 
Thailand is located in Southeastern Asia, adjoining the Andaman Sea and the 
Gulf of Thailand. The flag consists of five horizontal bands, with red at the top, white, 
blue that is of double width, white, and red. The color red stands for the nation and the 
blood of life; white signifies religion and the purity of Buddhism; blue symbolizes the 
monarchy. Thai is the official language; English is a secondary language spoken by the 
elite. Thai society has deep respect for hierarchical relationships, and social relationships 
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are defined in terms of superiority of one person to the other. For example, parents are 
superior to their children, and teachers are superior to their students. Status in Thailand 
is signified by clothing, general appearance, age, job, education, family, name and social 
connections. The “wai” is the common form of greeting, also used for respect and honor, 
and it follows strict rules. The standard form of wai is to raise both hands, palms joined 
with the fingers pointing upwards, lightly touching the body around the chest and the 
forehead. Respect is demonstrated by the height in which the hands are held and how 
low the head comes down to meet the thumbs of both hands. 
A Look at Vietnam and its Values 
Figure 24. The national flag of Vietnam 
 
 
Vietnam is located in Southeastern Asia, adjoining the Gulf of Thailand. The flag 
consists of a red field with a large, yellow five-pointed star in the center. The color red 
stands for revolution and blood, the five-pointed star represents the five elements of the 
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people- peasants, workers, intellectuals, traders, and soldiers - that all unite to build 
socialism. Vietnamese is the official language with English gradually becoming a 
preferred second language. The core of the Vietnamese culture is relationship in which 
behaviors and ethics emphasize the obligations of people towards one another. Duty, 
honor, respect for age and seniority serve as the cornerstone for these obligations. The 
concept of “face” is critical to the Vietnamese culture. This is described as a quality that 
reflects a person’s reputation, dignity and prestige. It is believed that one can save face, 
give face or lose face to another person; each is determined by one’s actions and words. 
For example, compliments are a way to give face to another person while a public 
reprimand for poor performance on a job leads to loss of face. 
A Look at Zambia and its Values 
Figure 25. The national flag of Zambia 
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Zambia is located in southern Africa, east of Angola. The flag consists of green 
field with a panel of three vertical bands of red, black, and orange below a soaring 
orange eagle, on the outer edge of the flag. The color green signifies the country’s 
natural resources; red represents the struggle for freedom; black stands for the people of 
Zambia; and orange represents the mineral wealth of the country. The eagle symbolizes 
the people’s ability to rise above the nation’s problems. Zambia has several official 
languages, including Bemba, Nyanja, Tonga, Lozi, Lunda, Kaonde, Luvale and English. 
There is a strong sense of national identity among the people despite the fact that they 
have strong ties to their tribes or clans. There is a wide gap between the rich and poor. 
Material goods and a large healthy family are signs of wealth. Concrete blocks and tin 
roofs are a symbol of wealth and prestige as seen in constructions. Though men have 
most of the power in Zambian society, there is a gradual increase in influence of 
women’s rights. Proverbs are a critical aspect of the Zambian society. Elders are held in 
high esteem as evidenced during greetings and interactions. 
Student Responses  
Students’ responses about what they considered to be good citizenship pointed to 
their understanding. All 45 students (100%) had a foundational knowledge and 
understanding of good citizenship. Students’ responses about good citizenship were 
categorized into one of the ten responses below: 
 obey authority  
 obey rules 
 keep the environment clean 
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 respect one’s country 
 consider the rights of others 
 help people 
 respect all people 
 be patient  
 be kind to others 
 be honest 
Students’ responses suggest that they had a foundational understanding of citizenship 
prior to coming to the United States, since they are in their first three years of schooling 
in this country. To expand more on the values that shape students’ understanding on 
citizenship as responsible members of society, survey questions 1, 3, 5, 6, 7, and 8-15 
were analyzed. These questions addressed research question 2, using the answers from 
research question 1 as a building block. As shown in Table 5, survey question 1 
indicated that the handshake was a common way of indicating respect in 60% of the 
cultures represented, followed by verbal praise at 20%, eye contact at 13.3%, and a pat 
on the back at 6.6%. Students’ responses on survey question 3 suggest a direct 
connection and impact of their value systems on perception and understanding. Most of 
the students (62.2%) indicated that the importance of the character trait selected in 
survey question 2 was due to the influence of culture. This validated the review of the 
countries represented and their values. Only 15.5% of the students responded that their 
selection was not based on anything of significance. A few students (11.1%) selected 
responses based on a teacher’s influence as well as the influence of television. Survey 
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question 5 presents a scenario that is centered on respect for the elderly and putting 
others first. Almost half of students’ (46.7%) said they would volunteer their seat and 
wait for another seat, indicating the value demonstrating citizenship by honoring elders 
in comparison to 28.9% of students who indicated they would smile and greet. At the 
other end of the spectrum of response, 13.3% of students indicated taking a different 
approach to demonstrate their understanding of citizenship by informing the 
management to do something about the situation. However, 11.1% of students indicated 
they would proceed to an available seat without any thought for the elderly. 
Responses to survey question 6 suggest that there are different ways to exhibit 
honesty among immigrant students. All of the students indicated that always telling the 
truth was the way to exhibit honesty and none chose the other responses. Depending on 
value systems, demonstrating politeness is not the same for everyone. For societies in 
which handshakes were a common form of greeting, 35.6% of students on survey 
question 7, indicated handshakes was a sign of politeness. For societies that are 
hierarchical, 33.3% of students indicated that listening was a sign of politeness. In 
societies that place a high value on honor, 31.1% of students indicated that using a title 
when saying someone’s name is a sign of politeness; and no one responded that using 
thumbs up was a sign of politeness. Using a procedure similar to that used for research 
question 1, students’ preferences on survey questions 8-15, regarding different 
characteristics of citizenship were aggregated. The findings indicated that obeying the 
law, respecting authority, contributing to society, loving one’s country, respecting all 
people, doing what is right, standing up for the rights of others and serving others before 
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self were important to students. Students ranked these citizenship characteristics with 
either a 1 or 2 signifying that they were “most important” as opposed to 7 or 8 for “least 
important.” Specifically, students’ ranking of importance on survey questions 8 and 13 
demonstrate a good understanding of what comprises a responsible member of society. 
These rankings point to the fact that the character education program of Hurst-Euless-
Bedford ISD is preparing immigrant students for citizenship as stated by Wilkenfeld 
(2009). He states that in order to facilitate understanding of how adolescents are being 
prepared for citizenship, there must be a good analysis of the relations between multiple 
contexts of influence and adolescents’ civic engagement.  
From the review of the twenty-five countries represented and answers to the 
target survey questions for research question 2, it was deduced that the values that shape 
the understanding of immigrant students on citizenship as responsible members of 
society are; honor, hierarchy, gender roles, patriarchal and form of greetings.  
Summary of Research Findings 
The answers to research questions 1 and 2 provided the final analysis for this 
study on the values that shape the understanding of immigrant students on citizenship as 
responsible members of society. The final analysis of this study involved categorizing 
students’ responses from both research questions into one of the three categories of the 
national framework, What Works Clearinghouse (WWC) to help clarify whether 
students’ values were affective, cognitive or behavioral. Each category provided a 
window to examine clearly what values shape the immigrant students’ understanding of 
citizenship as responsible members of society. The national framework, WWC, helps to 
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make connections between or among variables. The framework was designed for 
categorizing outcome measures assessed in studies of character education programs. The 
framework was published in the 2009 report of the Institute of Education Sciences (IES) 
at the U.S. Department of Education; it provided a step toward a credible resource to 
inform selection of measures for conducting rigorous studies of character education 
programs. WWC classifies student outcomes into three broad categories: (1) cognitive, 
understanding and being able to reason about character concepts as well as academic 
content; (2) affective, relating to attitudes, emotions, motives, and beliefs about what is 
important; and (3) behavioral, acting on understandings and beliefs. To categorize each 
of the 15 survey questions into one of the three categories, the researcher examined each 
question to see if it met the criteria of cognitive, affective or behavioral. The following 
character education outcomes as shown in Table 2 in relation to citizenship as a trait of 
character education (according to Texas Education Code Section 29.906) was used as the 
guide for the final analysis of students’ responses to the survey questions. 
Table 6. Character Education Outcomes 
Instrument Citations 
WWC Outcome Categories 
Affective Behavior Cognitive 
Perceived Value of 
Character Ed. 
 
Katsuyama & Kimble 
2002 X   
Behaviors Towards Rules 
& Others 
 
Fruechete & Michell 
2003  X  
Defining Issues Test Rest 1986, 1994   X 
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Survey question 1 read, “Which of these things indicates respect in your 
culture?” The categorizing question was then asked about survey question 1: Is this 
question addressing students’ understanding and ability to reason about character 
concepts? Does this question relate to attitudes, emotions, motives and beliefs about 
what is important? Does this question relate to acting on understanding and beliefs? If 
the question focused on being able to reason about character concepts, that question and 
ensuing responses were considered cognitive in defining the issue of character trait. If 
the question focused on relating attitudes, emotions, motives and beliefs about what is 
important to students, the question and ensuing responses were considered affective in 
perceiving the value of character education and/or its accompanying traits. If the 
question focused on acting on understanding and belief, the question was considered to 
be about behavior towards rules and others. For students to respond to survey question 1, 
they would be acting on their understanding and beliefs about what respect meant in 
their culture. Hence survey question 1 and its ensuing responses were categorized as 
“Behavioral.” Survey question 2 asked, “Which of these traits is most important to 
you?” This survey question required students’ understanding and their ability to reason 
about character concepts in terms of all the traits in accordance to TEC 29.906. 
Consequently, survey question 2 and its ensuing responses were categorized as 
“Cognitive.” Survey question 3 asked, “why the character trait in survey question 
number 2 was important to the student.” This survey question required that students 
related this question to their attitude, emotions, motives or beliefs about what is 
important to them. For this reason, survey question 3 and its ensuing responses were 
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categorized as “Affective.” Using the aforementioned format, the remaining 12 survey 
questions were categorized as shown in Table 7 below.  
Table 7. Analysis of Survey Results Using What Works Clearinghouse Framework 
Affective: Relating to 
attitude, emotions, motives 
and beliefs on what is 
important 
Behavior: Acting on 
understanding and beliefs. 
Cognitive: Understanding 
and being able to reason 
about character concepts. 
# 3 #1 #2 
#5 #4 #6 
#8 #10 #7 
#9 #11  
#12 #13  
#14 #15  
 
The WWC analysis indicated that affective, behavior and cognitive values 
shaped students understanding of citizenship as responsible members of society. These 
affective, behavioral and cognitive values have their foundations in the values students’ 
learned in the countries where they were born and grew up before coming to the United 
States. These findings are critical to implementing an effective character education 
program in public schools, where there is a large population of immigrant students. From 
the analysis, it can be deduced that immigrant students in their first three years in U.S. 
schools apply their values to understanding concepts, ideas and theories associated with 
American society.  
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Construct and Content Validity 
The responses on the construct validity from four non-immigrant students in IB 
classes were similar to those of the immigrant students in many ways. Students’ 
responses about what they each considered to be good citizenship pointed to students’ 
understanding. All four students had a foundational knowledge and understanding of 
good citizenship similar to that of the immigrant students. Students’ responses about 
good citizenship were based on obeying authority and rules. These four responses 
suggest that students’ understanding of citizenship was derived from what is considered 
good citizenship in American society. As shown on Table 7, survey question 1 indicated 
that handshake was a common way to show respect not only in other countries but also 
the United States. Students’ response to survey question 2 suggests that honesty and 
kindness are the most important traits to non-immigrant students. This is similar to the 
results of survey question 2 for immigrant students. Students’ responses to survey 
question 3 indicated the impact of culture on students’ understanding of character traits; 
75% indicated culture influenced their traits compared to 25% that indicated culture had 
no relevance or meaning to them. On survey question 4, three out of four non-immigrant 
students, noted that applauding was an indication of politeness, appreciation for people, 
environment and country, compared to one who felt observing a moment of silence was 
an indication of politeness and appreciation for people, environment and country.  
Survey question 5 presented a scenario centered on respect for the elderly, and 
putting others first. Three of the four students responded that they would volunteer their 
seat and wait for another seat, indicating the value of respect for elders and 
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demonstrating citizenship in comparison to one student who indicated they would smile 
and greet. From both immigrant and non-immigrant student responses, it seems there 
was no difference in understanding and value for the elderly. Survey question 6 
suggested that there are different ways to exhibit honesty among immigrant students. All 
students indicated that always telling the truth was the way to exhibit honesty, and none 
chose any other responses. Therefore, irrespective of culture or society, telling the truth 
is the paramount mark of honesty. The result of survey question 7 was different from the 
immigrant results. Half of students indicated that using a title when saying someone’s 
name was a sign of politeness, 25% chose a handshake, and 25% chose listening. No 
student chose thumbs up as a sign of politeness. Similarly, students’ preferences on 
survey questions 8-15 on different characteristics of citizenship were aggregated. The 
findings indicated that obeying the law, respecting authority, contributing to society, 
loving one’s country and standing up for the rights of others were important to students. 
Students ranked these citizenship characteristics with either a 1 or 2 signifying “most 
important,” as opposed to 7 or 8 for “least important.”Students implied that doing what 
is right was not as important as serving others before self. In comparing these two areas 
with the results of immigrant students, there is a difference that seems to suggest 
immigrant students have a broader understanding of what a responsible member of 
society is about. Furthermore, students who participated in this construct were asked if 
any of the survey questions were confusing or had double meanings; to which students 
indicated there were no double meanings or confusing questions. Finally, to demonstrate 
content validity, the survey instrument was given to three colleagues who teach character 
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education through an integrated approach at HEB ISD. All three indicated the survey 
instrument targeted character traits and the essence of good citizenship 
Table 8. Survey Results for Construct Validity
Question Answers Actual # of Students % of Students Trait Focus 
1 A 0 0% Respect 
 B 4 100%  
 C 0 0%  
 D 0 0%  
     
2 A 2 50% Character Trait 
 B 0 0%  
 C 0 0%  
 D 2 50%  
     
3 A 3 75% Reason for #2 
 B 0 0%  
 C 1 25%  
 D 0 0%  
     
4 A 3 75% Politeness 
 B 1 25% Appreciation 
 C 0 0%  
 D 0 0%  
     
5 A 1 25% Scenario 
 B 0 0%  
 C 0 0%  
 D 3 75%  
     
6 A 4 100% Honesty 
 B 0 0%  
 C 0 0%  
 D 0 0%  
     
7 A 2 50% Politeness 
 B 1 25%  
 C 1 25%  
 D 0 0%  
     
8 1 3 75% Obey Law 
 2 0 0%  
Table 8 Continued 
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Question Answers Actual # of Students % of Students Trait Focus 
 7 1 25%  
 8 0 0%  
     
9 1 1 25% Respect /Authority 
 2 2 50%  
 7 1 25%  
 8 0 0%  
     
10 1 1 25% Contribution 
 2 2 50%  
 7 1 25%  
 8 0 0%  
     
11 1 3 75% Love for Country 
 2 1 25%  
 7 0 0%  
 8 0 0%  
     
12 1 1 25% Respect all People 
 2 1 25%  
 7 0 0%  
 8 2 50%  
     
13 1 1 25% Belief 
 2 1 25%  
 7 1 25%  
 8 1 25%  
     
14 1 0 0% Rights of Others 
 2 3 75%  
 7 1 25%  
 8 0 0%  
     
15 1 0 0% Serves Others before Self 
 2 1 25%  
 7 0 0%  
 8 3 75%  
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CHAPTER V 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
This chapter gives a synopsis of the study and the procedures undertaken to 
investigate the research questions, describes the author’s findings from the research 
questions and conclusions inferred from the data analysis. The last section makes 
recommendations for further study and describes implications for educational leaders in 
Texas public schools. 
Overview of the Study 
The main purpose of this study was to examine the values that shape immigrant 
students’ understanding of citizenship as responsible members of society. Citizenship is 
one of the traits of character education in accordance with TEC § 29.906. Despite 
advancement in character education, many public schools across the nation have not 
been successful in implementing a character-education program. Furthermore, 
immigrant students’ achievement has been a major concern in the last ten years. The 
changing demographics of the United States has a direct impact on our schools; data 
consistently shows an increase in immigrant students. Understanding the experiences of 
immigrant students would enhance effective educational initiatives and polices. Until 
now, understanding immigrant students’ experiences to enhance effective educational 
initiatives and polices has not been undertaken. Analysis of Wilkenfeld’s study provided 
the design for this study to examine demographic characteristics in relation to cultural 
values and their possible interactions with civic outcomes. This particular case, involved 
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investigation of the values that shape immigrant students’ understanding of citizenship 
as members of society.  
A review of existing literature on character education revealed a paucity of 
information about implementing character education and components among immigrant 
students. Despite the fact that the immigrant population is the fastest growing population 
in our public schools, the scarcity of studies addressing citizenship as a trait of character 
education for English Language Learners was evident. House Bill 946, passed by the 
77th Texas Legislature in 2001, and signed into law by Governor Rick Perry, permits 
school districts to implement character-education programs. Programs offered under the 
House Bill 946 and TEC § 29.906 must stress positive character traits, use integrated 
teaching strategies and be age appropriate. The TEA maintains a list of character 
education programs that meet these criteria. The agency designates each school that 
provides a program meeting the criteria defined in the bill and that is approved by a 
committee as a Character Plus School. Out of the 9232 public schools in Texas, there are 
currently 1289 Character Plus Schools (See Appendix C). According to TEC § 29.906, a 
character education program must teach the following positive character trait: 
(A) courage; 
(B) trustworthiness, including honesty, reliability, punctuality, and 
loyalty; 
(C) integrity; 
(D) respect and courtesy; 
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(E) responsibility, including accountability, diligence, perseverance, and 
self-control; 
(F) fairness, including justice and freedom from prejudice; 
(G) caring, including kindness, empathy, compassion, consideration, 
patience, generosity, and charity; 
(H) good citizenship, including patriotism, concern for the common good 
and the community, and respect for authority and the law; and 
(I) school pride. 
In Texas, where citizenship is considered one of the nine traits of character 
education, many school districts integrate character education into their Social Studies 
and English Language Arts curricula in middle and high school, respectively. An 
evaluation of the character education program of Bethesda Christian School for 
effectiveness indicated a need for investigating immigrant students’ values regarding 
citizenship as a trait of character education. This study examined immigrant students’ 
values regarding citizenship as a trait of character education in accordance with 
TEC 29.906 in a high school setting. The study assessed the values that shape immigrant 
students’ understanding of citizenship as responsible members of society at an inner-city 
high school in Hurst-Euless-Bedford (HEB) Independent School District, in Euless, 
Texas. Moreover, the study analyzed quantitatively and qualitatively categorized 
students’ values using the national framework, What Works Clearinghouse to make 
connections between or among two or more variables pointing to important relationships 
that were not predicted. This study was guided by the following research questions: 
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1. How do immigrant students define character and relate it to citizenship?  
2. What values shape the understanding of immigrant students on 
citizenship as responsible members of society? 
A survey instrument was utilized that employed a qualitative approach. The 
instrument utilized examined the values that shape immigrant students’ understanding of 
citizenship as responsible members of society. The instrument was designed with a 
special focus on immigrant values regarding citizenship as a trait of character education. 
This focus fulfilled the necessity of gathering data directly from students in this area of 
research. Additionally, participants were observed during focus-group discussions of 
students’ definition of character and how it is related to citizenship. The observations 
provided an adequate means to describe existing situations using all five senses and to 
provide a kind of snapshot of the study. The observations mainly centered on the 
citizenship characteristics students exhibited as traits of character education. 
Triangulation was achieved using three different strategies to approach the topic under 
investigation. For purposes of this study, only data and analysis from Trinity High 
School in the HEB Independent School District were undertaken. The data was collected 
from immigrant students in English as a Second Language (ESL), International 
Baccalaureate (IB) and regular classes. HEB Independent School District’s ESL classes 
are specifically designed for immigrants who are new to U.S. schools or in their first 
three years of schooling in the United States. Students were from different countries, and 
for most of them, English is not a first language. HEB Independent School District’s IB 
classes are intended for students pursing the IB diploma program. A regular class 
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denotes data collected for construct validity from non-immigrant students. There are five 
class periods at the school with approximately 8-10 students per class period for an 
approximate total of 40-50 students. Students in the ESL and IB classes completed the 
survey using translation resources in their native languages. Specifically, students 
responded to 15 questions about what values shaped their understanding of citizenship as 
responsible members of society. Each completed survey was coded numerically, and 
students indicated their country of origin on the surveys. Students responded to some 
questions by circling one of four choices, with no right or wrong answers. Each response 
provided insight into the cultural background and values that inform immigrant students’ 
understanding of citizenship. On the remainder of the questions, students ranked 
character-education citizenship traits according to preference. Furthermore, students 
discussed the meaning of character in assigned groups while being observed for their 
interactions with each other in their respective groups. The observation focus was on the 
character traits of citizenship. For example, “Did students respect each other? Did 
students follow teacher directions correctly? How many students followed the 
directions? How many were listening attentively to their peers while they defined 
character? Student responses were then entered into an MS Excel spreadsheet, coding 
each student numerically. Next, each student’s country of origin were entered, followed 
by each of the fifteen responses. Lastly, students’ definitions of character and opinions 
about good citizenship were entered into the spreadsheet. For construct validity, a new 
spreadsheet was made following the same format for the four IB student responses. 
These IB students were non-immigrant students who were born and raised in this 
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country. Finally, content validity was verified by giving the survey instrument to 
colleagues who teach character education. They verified that the questions on the survey 
instrument were appropriate and targeted immigrant students’ understanding of 
citizenship. Responses from immigrant students, non-immigrant students and teachers 
were entered into an excel sheet. The responses were qualitatively analyzed for trends, 
patterns and relationships. 
To answer the first research question, the 15 survey questions were examined to 
see which questions addressed research question one. The following survey questions 
addressed research question one: 2, 4, 6, 7, and 8-15. Survey questions 1, 3, 5, 6, 7 and 
8-15 were found to address research question two. Responses were then qualitatively 
analyzed in the light of the two research questions and inferences made. To gain a better 
understanding of the values that shape immigrant students’ understanding of citizenship 
as responsible members of society, their countries of origin as indicated on the survey 
were examined for similarities in values and cultures. Furthermore, student responses 
were then categorized into the one of the three categories from the national framework, 
What Works Clearinghouse (WWC) to clarify whether students’ values were affective, 
cognitive or behavioral. Each category provided a window for clear examination of the 
values that shape immigrant students’ understanding of citizenship as responsible 
members of society. The construct and content validity responses were then categorized 
in order to look for patterns relating to student responses. Lastly, student responses from 
the focus discussions were reviewed and sorted. Out of the 45 students who completed 
the survey, 91% could define character in relation to citizenship. The 9% of students 
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who could not define character in relation to citizenship, defined in relation to a story in 
a book. Additionally, observations from the focus discussion indicated that students 
exhibited the character traits of citizenship. Students were observed in their assigned 
groups using a frequency observation and recording sheet shown in Table 4. The 
frequency of student behavior of showing respect to each other during the discussion, 
following the teacher’s directions and listening attentively to peers were recorded. There 
is a possibility that student behavior during the focus group discussions was influenced 
by the researcher’s presence in the classroom. 
Research Findings  
The purpose of this record of study was to investigate immigrant students’ values 
regarding citizenship as a trait of character education in accordance to TEC 29.906. 
Immigrant students in their first three years in U.S. schools from HEB ISD participated 
in the study. Data was collected from 45 students who defined character in relation to 
citizenship. This record of study was guided by the following questions: 
1. How do immigrant students define character and relate it with 
citizenship?  
2. What values shape the understanding of immigrant students on 
citizenship as responsible members of society? 
The methodology for addressing research question two was established by research 
question one. Students defined character and related it to citizenship based on their 
understandings. The research findings indicated that 91% of immigrant students defined 
character in relation to citizenship in accordance with TEC 29.906, while the rest defined 
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it in relation to a character in a story or book. Furthermore, the findings implied that 
immigrant students’ understanding of character as a trait of citizenship is influenced by 
the values and culture of their country of origin. Secondly, honor, hierarchy, gender 
roles, patriarchal and form of greetings were the values that shape immigrant students’ 
understanding of citizenship as responsible members of society. These values are 
grounded in affective, cognitive and behavioral understandings in accordance with 
WWC national framework. These findings are critical in implementing an effective 
character-education program in public schools that have a large population of immigrant 
students. From the analysis it can be deduced that immigrant students in their first three 
years in U.S. schools apply their values in understanding concepts, ideas and theories 
associated with American society. Finally, the findings signified that the integrated 
approach to character education used by HEB ISD is preparing immigrant students for 
citizenship as stated by Wilkenfeld (2009), who states that in order to facilitate 
understanding of how adolescents are being prepared for citizenship, there must be a 
good analysis of the relations between multiple contexts of influence and adolescents’ 
civic engagement. 
In validating the construct, student responses to the survey indicated that good 
citizenship in American society was based on obeying authority and rules from what 
students understood and considered good citizenship. In comparing responses of 
immigrant and non-immigrant students in two areas of the survey (doing what is right 
and serving others before self) the findings indicated that immigrant students have a 
broader understanding of what being a responsible member of society means. 
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Furthermore, students who participated in this construct validation were asked if any of 
the survey questions were confusing or had double meanings; they indicated that there 
were no double meanings or confusing questions. Content validity was also checked by 
three colleagues who teach character education using an integrated approach at HEB 
ISD. All three colleagues indicated that the survey instrument targeted character traits 
and the essence of good citizenship. 
Implications for Practice 
The findings of this study validate research on the teaching and learning of 
English Language Learners. In a 2000 article on strategies for successful engagement of 
immigrant students in secondary schools, Aida Walqui noted that in other to be effective, 
school programs must begin with a deep understanding of immigrant students. 
Additionally, schools and practitioners should recognize and build on the identity, 
language, and knowledge students already possess. The findings suggest that immigrant 
students’ understanding of character as a trait of citizenship is influenced by the values 
and culture of their country of origin. Recognizing and building on this understanding 
are building blocks for conceptualizing new concepts in the classroom for immigrant 
students. Furthermore, the findings indicated that honor, hierarchy, gender roles, 
patriarchal and forms of greetings were the values that shape immigrant students’ 
understanding of citizenship as responsible members of society. These values are 
grounded in affective, cognitive and behavioral understandings in accordance with the 
WWC national framework. These findings are not only beneficial for implementing an 
effective character-education program in public school but beneficial in improving 
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teaching and learning for English Language Learners. In order to engage immigrant 
students in school, educators must provide them with avenues to explore and strengthen 
their ethnic identities and native languages while developing their ability to study and 
work in this country (Walqui, 2000). 
Furthermore, the findings of this study allowed for a deeper understanding of the 
culturally responsive approach to instruction. The values of honor, hierarchy, gender 
roles, patriarchal and form of greetings are critical factors that need to be included in 
curricula as a cultural response. Having different facets of immigrant students’ culture in 
content textbooks sends a direct message of inclusion and acceptance. Not only will this 
approach to instruction lower the affective filter of immigrant students; but it will also 
add to their confidence level as responsible members of our society in general. Many of 
the immigrant students who come from countries where gender roles are a factor of 
influence face culture shock here. As teachers clarify the differences in gender roles in 
our culture through their instruction, immigrant students have the opportunity to dream 
outside of the box of their childhood experiences and gain new visions for their future. 
For many immigrant students, school is not just a learning environment but a community 
of belonging. Hence, incorporating their values in teaching and learning provides 
multiple layers of exposure that help build their knowledge in diverse areas. 
 In comparing responses of immigrant and non-immigrant students in two areas 
of the survey (doing what is right and serving others before self), the findings indicated 
that immigrant students have a broader understanding of what being a responsible 
member of society means. This finding lends itself to the thought of discourse and the 
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power of influence when immigrant and non-immigrant students assist one another in 
developing awareness of differences for the greater benefit. Delpit (1995) argues that the 
discourse of power - the language used in this country to establish and maintain social 
control - should be taught explicitly, because it is not automatically acquired. Guidance 
and modeling of preferred and accepted ways of talking, writing, and presenting are 
culture specific. Validating Delpit’s point of view, these types of discourse need to be 
included in the overall instruction of English Language Learners. 
Finally, the findings of this study implied that immigrant students have a robust 
background of knowledge regarding character education in relation to citizenship. This 
finding suggests to practitioners that immigrant students should have opportunities to 
engage in and outside of the classroom in their own constructive development of 
understandings (Walqui, 2000).  
Recommendations for Further Study 
This record of study was aimed at examining the values that shape immigrant 
students understanding of citizenship as a trait of character education and as responsible 
members of society. The examination uncovered how immigrant students defined 
character and related it to citizenship in the attempt to uncover possibilities of effective 
implementation of character education in public schools. With limited research on 
immigrant students in relation to character education and its traits, there is much to be 
done to improve implementation of character-education programs and to improving 
teaching and learning experiences for immigrant students.  
The following are recommendations for further study related to this topic: 
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1. Research is needed to discover the extent of how values shape immigrant 
students understanding of the remaining eight character traits (courage, 
trustworthiness, integrity, respect, responsibility, fairness, kindness, school 
pride). 
2. A longitudinal approach to measuring the effectiveness of character education 
among immigrant students would be another appropriate line of research. 
3. Research is needed to study the effect of character education on immigrant 
students after high school graduation and during college years. 
4. Research is needed to examine how citizenship impacts the achievement of 
immigrant students.  
In retrospect, this mixed-method study, would have benefited from doing three 
things differently. The following are what could have been done differently pertaining to 
this study: 
1. More emphasis should have been placed on the focus group discussions on Day 2 of 
the study by extending the discussion to two or more days. Doing so would have 
given students more opportunity to explore character education and its relation to 
citizenship. 
2. The duration of the entire study should have been one week instead of two days. This 
would have allowed observation of students’ character traits and citizenship over a 
longer period of time.  
3. An in-depth evaluation of the character education curriculum of HEB ISD would 
have been conducted and utilized to determine the differences in philosophy and 
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implementation from that of Bethesda Christian School. Trinity High School, where 
the study was conducted, uses Monthly Character Traits and integrates them into 
content areas.  
Conclusions 
This study has revealed the values that shape immigrant students’ understanding 
of citizenship as a trait of character education in accordance with TEC 29.906. In order 
to discover the values that shape immigrant students’ understanding of citizenship, it was 
necessary for students to define character and relate it to citizenship. The findings 
implied that immigrant students’ understanding of character as a trait of citizenship is 
influenced by the values and culture of their countries of origin; these findings provide 
insight into teaching and learning for immigrant students. Twenty-five countries were 
represented in this study, as displayed by the bar graph in Appendix C. This robust 
variety of countries validates the commitment of HEB ISD to preparing students to 
thrive on a global stage and create a global learning environment.  
Incorporating the values of honor, hierarchy, gender roles, patriarchy or 
matriarchy and greetings into instruction for immigrant students is not only beneficial 
but necessary in closing the achievement gap for immigrant students. Currently, TEA 
maintains a list of character-education programs that schools have implemented since the 
Texas Legislature passed House Bill 946 in 2001. The agency also collects data through 
a character-education survey shown in Appendix D and reports annually the data 
regarding the impact of character-education programs on student discipline and 
academic achievement. Hopefully, practitioners will utilize the findings of this study to 
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improve instruction for English Language Learners. It is anticipated that more public 
schools will adopt character-education programs similar to that of HEB ISD in preparing 
immigrant students for citizenship.  
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